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Abstract 
Concomitant with globalisation, there has been a revival of research about international education. 
International education or educational internationalisation can no longer be simply deciphered as 
education that is implemented in international schools exclusively for expatriate students or as 
education with a special focus on knowledge of other nations. Not only have the constitution of 
student populations and education content changed, there are also some international inter- and 
non-governmental agents that have become influential in formal education, a realm conventionally 
restricted and ceded to nation states. The multidirectional global flows of people, media, technology, 
capital, and ideas (Appadurai, 1996) and the superdiversity observed in nation states (Vertovec, 
2007) also challenge our conception of international education.  
 
This research responds to this challenge by seeking to answer two interrelated questions: 1) How 
can we appropriately compare entities that are diverse in terms of social, cultural, historical, and 
institutional aspects; and 2) How does international education, based on the cases of the 
International Baccalaureate (IB) and the internationalisation of schooling in Taiwan, make itself 
intelligible in contemporary globalisation? The first question is methodological and functional, which 
attempts to explore and elucidate how different education systems can be compared without 
presuming commensurability between them. In addressing this first question, this research 
proposes a methodological approach, which is referred as comparison as translation. Using this 
approach, the second question empirically aims at understanding international education from the 
two cases. 
 
This research compares international education as employed in the IB and in the 
internationalisation of schooling in Taiwan. The former is an international non-governmental 
organisation proclaiming to provide quality primary and secondary programs around the world and 
to cultivate “international-mindedness”, while the latter is a national education system in a 
post-colonial society, located in entangled and complex geopolitics and under a process of 
citizenship reconstruction. To properly compare the two cases, which are diverse in many ways, for 
example, in respect of their cultures, histories, institutions, and geopolitical positionings, this 
research inter alia seeks to critically reflect on the colonial roots embedded in comparative 
education research (Sobe, 2017), including various presuppositions such as methodological 
nationalism (Wimmer & Glick-Schiller, 2002), and the so-called “northerness” of globalisation theory 
(Connell, 2007). Utilising the theorisation offered by Jullien (2013), Sakai (2006), and other theorists 
(Mignolo, 2012; Spivak, 2000; Stengers, 2011), the research proposes and exercises a 
comparative approach that resembles the process of translation and in which the researcher acts 
 
 
ii 
as the translator. It is argued that similarities and dissimilarities of the two cases are not innate, but 
created through a dialogical comparative process in accordance with the researcher’s positionalities 
in the comparison. 
 
Four sources of data are incorporated in the analysis: authoritative texts published by the IB and 
leading figures, official texts and reports produced by the Ministry of Education or senior policy 
makers in Taiwan, theses written on various themes concerning international education in the IB, 
and theses about Taiwanese educational internationalisation written by postgraduate students. The 
analysis of intertextuality looks at referencing, elaboration, and/or (mis)interpretation among 
authoritative and thesis texts. The corpuses constituted by theses are analysed through the ideas of 
collocation and concordance, which focus on generating connotations of particular concepts from 
their textual circumstances and associations with other concepts. Through such a comparative 
analysis, it is argued that international education articulates a particular cosmopolitanism through 
incarnating the imagined global community (cf. Anderson, 1983/2006), elaborating deterritorialised 
multiculturalism, and developing a specific kind of mobility. 
 
The research makes theoretical and methodological contributions through proposing and applying a 
comparative approach which conceptualises comparison as translation, that is, to interpret the idea 
of international education as constituted by the IB from the Taiwanese understanding as constituted 
in internationalisation of education policy, and vice versa. Through reconsidering international 
education from cosmopolitan perspectives, while acknowledging the need to reject methodological 
nationalism, recognise the impacts of globalisation, and at the same time take account of the 
continuing significance of the specificities of culture, this research engages with debates around 
contested and emerging definitions of international education. The research also develops the 
concept of pan-Sinicisation in Taiwanese education practice, which contributes to discussion of the 
extended transnational educational/cultural impact of a regional great power, China, in the 
globalising world. 
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1 Introducing the research 
Would it not be strange, if an Occidental education, continually exemplified by an 
Occidental civilization, had not wrought upon an Oriental such a metamorphosis in 
his inward nature as to make him feel and act as though he were a being coming 
from a different world, when he confronted one so diametrically different? (Yung, 
1909, Preface) 
 
Wing Yung was one of the students sent to the US in the 1830s and was the first Chinese 
to win a college degree from Yale University with the support from the church. He proposed 
and led the first Education Commission projects (1872-1875) of the Qing Empire for 
sending students to study sciences and technologies in the US. Though once suspended, 
the project later on proceeded with the funding of Boxer Indemnity (called the Boxer 
Indemnity Scholarship Program) after 1909. After the overthrow of the Qing Empire in 1911, 
the policy of sending students abroad was continued by subsequent Republic of China 
(henceforth, ROC) governments.  
 
By that time, Taiwan was under Japanese colonial rule. In 1929, with scholarships provided 
by the Japanese colonial government-general, Mosei Lin became the first Taiwanese 
awarded a PhD in the field of education and received his degree from the Teachers College, 
Columbia University, New York. In his dissertation, Lin (1929/2000) contends that the 
colonial relationship between Japan and Taiwan was unique, since the coloniser and the 
colony are both situated in similar eastern cultures, and were similar in terms of writing 
system, philosophical thought, morality and religion. 
 
Wing Yung’s and Mosei Lin’s contributions and legacies, to some degree, are related to this 
research and its questions about international education. The scholarship I was awarded 
from the ROC government for conducting this research is the policy legacy descending 
from Yung’s suggestion to the Qing government (cf. C. P. Chou (2000)). Yung’s and Lin’s 
scholarship projects of studying abroad initiated by both the Qing and Japanese 
governments exemplify outbound international education. And their mission given by the 
governments resembles that of comparative education—learning from the other for 
improving practices in the homeland. Yung’s reflection on the differences between the 
Occidental and the Oriental in relation to his re-entering experience (to China) is a practice 
of intercultural comparison, while Lin’s study is culturally situated and reflects colonial 
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relationships. With such a concern with cultural differences and the impact of culture and 
coloniality, this research reflects and searches for ways to analytically compare different 
modes of international education. At the same time, through such a comparison, this 
research explores how international education functions in the contemporary globalising 
world.  
 
This introductory chapter seeks to situate the research within the field of comparative and 
international education and education research concerning globalisation, with a specific 
focus on international education. The first section of this chapter deals with the context of 
the research. As Dolby and Rahman (2008) indicate in their study, international education 
is a term that is used to refer to a plethora of different phenomena in various contexts. And 
along with the effects of globalisation, some definitions of international education thus 
constitute and share similar elements with global citizenship education. At the same time, 
taking globalisation into account in the research of international education, thus, asks for a 
reconsideration of methodological nationalism (Beck & Grande, 2010), which takes nation 
states as basic analytic units for granted. The International Baccalaureate (henceforth, IB) 
and the internationalisation of the schooling system in Taiwan are taken up as two cases1 
of internationalisation of education in this doctoral research. The intention of this research 
is to compare different modes and institutions of international education, to seek to 
investigate international education beyond methodological nationalism. The second and 
the third section then introduce respectively the two cases, namely the IB and Taiwanese 
schooling. The institutions and structures of both the IB and Taiwanese system and 
previous research related to educational internationalisation are the foci in this chapter. The 
detailed contexts of the two cases will be proffered in Chapter two. The fourth section of this 
chapter outlines the research questions and purposes from theoretical, methodological, 
and empirical perspectives. On the one hand, this research methodologically reflects and 
develops a comparative approach that considers intercultural comparisons and embedded 
postcolonial relationships. On the other hand, regarding international education as a kind of 
educational strategy that places students in the globalising world and sees them not only as 
national citizens but also as global citizens, this research demonstrates the particular 
                                               
1 There have been many debates on the relationship between comparative research and case study methodology. At 
the same time, the definitions and focuses of case study methodology vary. The use of “case” in this research (to refer 
to the internationalisation of Taiwanese schooling and the IB) in some respects relates to case study methodology, 
and in other respects does not. For example, the research intends to ask research questions about “how” and “why” 
and to answer such questions contextually (Yin, 2014). However, it is not the intention of this research to construct 
causalities within cases or causal relationships. While case study methodology emphasises multiple sources of 
evidence, this research consists mainly of analyses of two kinds of documents (authoritative documents and degree 
theses). In other words, this doctoral thesis is not a case study in the fullest sense of that methodology. 
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cosmopolitan constructions that are contextualised respectively in the IB and in Taiwanese 
schooling. The last section provides an outline of the structure of the thesis. 
1.1 Context of the research 
Cambridge (2012) contends that international education is best described as an “empty 
signifier” that produces various connotations. Dolby and Rahman (2008) provide a review 
of international education that constitutes six different categories. Regarding the 
international education practised in schooling, there is a contested tension between 
defining education practice as being “international” by geographic/national distributions of 
the students or school staff, or defining international education through the content of the 
curricula. The conceptualisation of international education is also influenced by 
globalisation that suggests students should be situated in the global society and regarded 
as global citizens. This latter definition makes the task of international education resemble 
that of global citizenship education.  
1.1.1 The multiplicity in the research of international education 
“International education” has been used as an umbrella term that denotes different things in 
different contexts. Dolby and Rahman (2008) refer to six approaches that would be 
identified as the research of international education: comparative and international 
education, internationalisation of higher education, international schools, international 
research on teaching and teacher education, internationalisation of K-12 education, and 
globalisation and education. Each of the categories, although they may contain some 
overlaps, is identified and traced back to different traditions. 
 
Firstly, international education is one of the subfields in the research field of “comparative 
and international education”. Phillips and Schweisfurth (2014) describe the relationships 
convincingly: ‘a comparative study is usually (though not exclusively) international in nature, 
and an international study is often comparative (though not necessarily or explicitly so)’ (p. 
7). However, while comparative education is usually characterised as academic analysis of 
education in the industrialised countries of the Global North, international education is 
conventionally associated with applied studies conducted in developing countries or the 
Global South (Crossley & Watson, 2003). The “international” in “comparative and 
international education” constitutes the practice based and locally situated side of the 
research, and focuses more on K-12 education and the work of nongovernmental and/or 
international organisations (Dolby & Rahman, 2008). Research of international education 
has, in this vein, denoted investigating the developments of education in the Global 
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South/developing countries, such as the work done within the World Bank, Organisation for 
Economic Co-operation and Development (henceforth, OECD), and United Nations 
Educational, Scientific and Cultural Organisation (henceforth, UNESCO) (Dolby & Rahman, 
2008). Here international education meant the education programs delivered from western 
powers to developing countries (Hébert & Abdi, 2013). 
 
The second category of international education is the internationalisation of higher 
education. In contrast to the research field of comparative and international education, the 
internationalisation of higher education as a form of international education can be traced 
back to the mobility of scholars in medieval Europe and the diffusion of the European 
university model to the rest of the world (Dolby & Rahman, 2008). Based on Sandra 
Meiras’s analysis, Dolby and Rahman (2008) indicate three rationales of internationalising 
higher education: sociopolitical, economic and academic orientations. During the post-war 
period, for both the United States and the Soviet Union, the enhancement of mobility and 
exchange programs was regarded as a ‘means of consolidating and expanding their sphere 
of influence’ (Dolby & Rahman, 2008, p. 685). The implementation of internationalisation of 
higher education is thus a sociopolitical concern. Higher education becomes not only a kind 
of commodity, but is also targeted to the international market place through the recruitment 
of international students (Dolby & Rahman, 2008). Commodification forms the economic 
priority that dominates the growth of international education. In higher education, one of the 
research aspects of its internationalisation is the increase in and diversity of international 
students, and international education is designated as the study of international students, 
who enrol in educational institutions outside their country of citizenship (Clyne, Marginson, 
& Woock, 2001; Madge, Raghuram, & Noxolo, 2015; Matthews & Sidhu, 2005).  
 
Thirdly, international education can also refer to the education provided in international 
schools. There are at least four groups of schools that could be identified as international 
schools, such as schools whose students hold different nationalities, schools that include 
foreign students in a specific national community, schools that cater for students with 
different nationalities and encourage transcultural identity and language learning, and 
schools that regard the development of an international mindset as the guiding educational 
philosophy (Hayden, 2011). In other words, it is the case that the geographical location or 
nationality distribution of students, the cultivation of an international mindset, and foreign 
language learning, are important criteria for identifying internationality in education 
practices. Dolby and Rahman (2008) indicate that, similar to the internationalisation of 
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higher education, the category of international school ‘evolved primarily as a field of 
practice’ (Dolby & Rahman, 2008, p. 690). Compared with the establishment of 
comparative and international education as an academic discipline, the research of 
international schools is more “practitioner-oriented”. The International Schools Association 
(henceforth, ISA), which later founded the IB, is identified here as one of the early 
formalised organisations that provides a platform for cooperation and expansion of 
international schools.  
 
Distinguishing from the field of comparative and international education, Dolby and 
Rahman (2008) refer to international research on teaching and teacher education as the 
fourth possible indication of international education. Contextualised in the post-war period, 
the field has been developed among the US researchers’ enquiries of teaching and teacher 
education in other countries (Dolby & Rahman, 2008). As an applied field, research on 
teaching and teacher education focuses on studying internationally shared problems in the 
teaching profession, such as salaries, entry standards to preparation programs, and 
government investment. International organisations like UNESCO and OECD also 
sponsored and generated research projects in this field. Dolby and Rahman (2008) provide 
examples of reports from UNESCO (and some with joint organisations), such as Current 
Problems of Teacher Education: Report of a Meeting of International Experts in 1970, 
Innovation Now! International Perspectives on Innovation in Teacher Education in 1972, 
Teachers for Tomorrow’s Schools: Analysis of the World Education Indicators in 2001, and 
Teachers and Educational Quality: Monitoring Global Needs for 2015 in 2006. 
 
The fifth is the internationalisation of K-12 education. By the internationalisation of K-12 
education, Dolby and Rahman (2008) refer to a cluster of various subfields: peace 
education, global education and multicultural education, human rights education, and 
environmental education. All the subfields sit in relation to the content of the curricula or 
classroom practice. Based on the Anglo-American context, Dolby and Rahman (2008) 
trace the development of peace education back to the 19th century and global education to 
the post-war years. Education with multicultural, human rights, and environmental foci, then, 
are seen as products of the 1960s and 1970s. Under this category, different subfields are 
characterised as being “international” in different ways. Interesting to note here, global 
education and multicultural education are put together as one subfield, because they are 
incorporated, at least in the US context, in courses like world studies, citizenship studies 
and recently global citizenship education. Environmental education concerns 
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environmental issues that ‘exceed human-created boundaries such as nation’ (p. 702), 
while the development of peace education and human rights education are closely 
associated with support from international organisations like UNESCO (Dolby & Rahman, 
2008). I will come back to this point about the endeavours from international organisations 
regarding global citizenship education in the following section. Observing education 
reforms in Japan, according to Lincicome (1993), internationalisation of education is now 
frequently seen as a “national imperative”. It becomes urgent for governments to prepare 
their future citizens with “international” or “global” competences in order to cope with the 
risky and globalising world. This notion seems commonly shared by the established 
national education systems. 
 
Finally, the research of international education can also be related to investigations about 
globalisation and education. Black education in global perspective, anthropology and 
education, world models in education, and critical globalisation studies are included in this 
category, for they all demonstrate strong linkages to research in general social sciences 
and humanities (Dolby & Rahman, 2008). By this category, Dolby and Rahman (2008) refer 
to research literature that considers education in respect of the phenomenon of 
globalisation, such as the impact of information technology and new media, global 
immigration, the flows of popular cultures, global economic integration, identity formation, 
and the convergence of education policy, education, and reform. Building upon and thinking 
across Dolby and Rahman’s (2008) categorisation, this research, instead of considering 
international education under particular categories, probes into the connotation of 
international education as acknowledging relationships and characteristics among different 
categories. 
1.1.2 International education and global citizenship education 
After reviewing various possible meanings of international education with Dolby and 
Rahman’s (2008) categorisation, it is now necessary to examine further developments and 
integration within different categories of international education. For example, In the 
Journal of Research in International Education, a peer-reviewed academic journal 
published by the IB since 2002, “international education” is defined as the education 
practised in schools and universities concerning ‘the promotion of… international 
understanding and human rights, and may include peace education, global education and 
intercultural education’ (SAGE Publications, 2017). Madge et al. (2015) argue that the 
research about international education should be expanded from investigating the 
experience of international students to exploring the circulation of knowledge that is 
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composed through complex spatialities of international education, as the movement of 
international students today has become multi-directional and multi-polar. Madge et al. 
(2015) thus advocate a relocation of the concept of international education. Besides, there 
is also a growing research literature on transnational education, which focuses on 
transnational education programs and teaching/learning experiences in internationalising 
higher education (Bovill, Jordan, & Watters, 2015; Dunn & Wallace, 2008; Trahar, 2015; R. 
Yang, 2008). McBurnie and Ziguras (2006) contend transnational education is no longer 
predominantly in relation to distance learning, but also about international branch 
campuses and cross-border partnerships. At the same time, in K-12 education, 
internationalisation is developing and has different connotations. For example, Lincicome 
(2009) depicts how “internationalising education” functioned as a disguised nationalistic 
movement in education in modern Japanese history. Beyond academic enquiries of 
comparative and international education, international comparisons are now conducted by 
organisations like OECD and the International Association for the Evaluation of Educational 
Achievement (IEA). International comparison, in that sense, becomes a mode of global 
governance (Novoa & Yariv-Mashal, 2003). Lingard, Martino, Rezai-Rashti, and Sellar 
(2015) argue that international large-scale assessments, such as the Programme for 
International Student Assessment (PISA), compose new spatialities of educational 
accountability and influence national schooling systems and policies.  
 
In addition to reconsidering education in relation to new emergent spatialities in the 
globalising world, concepts such as global education, global citizenship education, peace 
education, and human rights education, along with international education, constitute a 
family resemblance. For example, Wintersteiner, Grobbauer, Diendorfer, and 
Reitmair-Juárez (2015, p. 4) define global citizenship education as an education that 
‘responds to globalization by expanding the concept of civic education to global society’, 
‘adopts the ethical values of peace education and human rights education’, and ‘draws 
upon the “global society” perspective provided by global education, which not only 
investigates global topics, but more specifically merges the global and the local into the 
glocal’. We can also find similar rationales and rhetoric in the definitions provided by 
international organisations. de Morentin de Goñi (2004) outlines UNESCO’s definition of 
international education through scrutinising the resolutions of the general conferences and 
the Executive Board decisions during 1946-2004 and argues that international education is 
defined in the documents as education for promoting human rights, fundamental liberties, 
and cooperation and peace among nations. In Global Citizenship Education: Preparing 
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learners for the challenges of the 21st century (UNESCO, 2014), global citizenship 
education is targeted to develop not only knowledge of global issues, cognitive and 
non-cognitive skills, or behavioural capacities, but also a particular set of attitudes, which 
are ‘supported by an understanding of multiple levels of identity, and the potential for a 
“collective identity”, which transcends individual cultural, religious, ethnic or other 
differences’ (p. 9). Similarly, in Oxfam’s Education for global citizenship: A guide for schools 
(2015), “education for global citizenship” aims to develop knowledge, understanding, 
values, and attitudes that enable students to participate in a globalised society.  
 
The family resemblances we see here among international education, global education or 
global citizenship education, and human rights or peace education, are represented in their 
reference to and relationships with global society. Along with the task of socialising national 
citizens and constructing the “imagined community” (Anderson, 1983/2006) within national 
territories, education is now also asked to consider the larger community and cultivate 
global citizens. For example, in the Educational Fundamental Act (2013) in Taiwan, the 
purposes of education are legally designated to ‘cultivate modern citizens with sense of 
national identity and international perspectives’ (Laws & Regulations Database of ROC, 
2013, Article 2). This “international” refers to the relations among nations, and 
“internationalisation” thus does not ‘presuppose any change in the character of either the 
nation-state in general, or of the particular nations involved (except that it implies at least 
some openness or willingness to relate between nations)’ (Clyne, Marginson, & Woock, 
2001, p. 115). International education or internationalisation of education, in this sense, is 
to enable connections to other nation states in the global society, based on the institutional 
structure or function of national education systems. However, it should be noted that there 
is also a curriculum that contributes to the formation of global society and the creation of 
global citizens, yet does not belong to national education systems. The IB is one of the 
examples of this. In this research, two different types of education systems are selected for 
investigating divergent practices of international education. One is an international 
nongovernmental organisation, the IB, and the other is the internationalisation of 
Taiwanese schooling system. 
1.2 The International Baccalaureate as a site for studying international 
education 
Apart from the World Bank, European Union (henceforth, EU), UNESCO and the OECD 
that can usually be found in discussions about globalisation and education policy, there are 
some other educational organisations that act “inter-nationally” and are the products of 
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globalisation. The International Baccalaureate Organisation is one example. Developed by 
the ISA, which was formed by a group of independent international schools that had no 
affiliation to any individual nations or groups of nations, the IB was founded in the 1960s for 
improving the welfare and education of students from independent international schools 
(Tarc, 2009). Underpinning the creation of the IB Diploma Programme, the first international 
education program created by the IB, was a combination of pedagogical, idealistic and 
pragmatic elements (Hill, 2006). For the pedagogical and idealistic parts, the IB attracted 
teachers who were pursuing innovation in their pedagogy in international schools (trying not 
to group students according to their nationalities). The IB attracted parents who worked in 
international organisations and held the same philosophy as their employers and at the 
same time also responded to the pragmatic needs of mobile students who wanted to go on 
to higher education. Later on, the expansion of “third culture kids”—students who culturally 
belong to neither their host countries nor the nationality on their passports—led to a 
tremendous growth soon after the establishment of the IB (Walker, 2002). In terms of the 
coverage of and linkages between different age groups and the comprehensive 
constructions of different curricula, the IB system gradually becomes similar to the 
construction of national systems.  
1.2.1 Curricular continuum 
There are currently four different programs implemented in IB schools. The Diploma 
Programme (DP) is the first program created by the IB in 1962, and the Middle Years 
Programme (MYP) appeared in the IB in 1994, and then the Primary Years Programme 
(PYP), which was a discussion in the European Council of International Schools, was taken 
over by the IB in 1997 (Bunnell, 2011), and lately the Career-related Programme (CP) 
launched in 2012 (International Baccalaureate Organization, 2015d). These programs 
(except for CP, which had not been introduced at the time), as international education 
programs, share characteristics such as the development of international awareness 
(including international testing, comparative research, visiting delegations, and global 
conferences), the addition of international dimensions into schools’ national programs 
(such as regular celebration of “Five Fs”: food, festivals, folklore, fashion, and famous 
people), and the cultivation of international-mindedness (about empathy, cultural 
awareness, communication, and collaboration) (Walker, 2004).  
 
The PYP is for students aged 3-12 (International Baccalaureate Organization, 2012). The 
curriculum consists of six subject areas: language, mathematics, science, social studies, 
arts, and personal, social and physical education. And there are six transdisciplinary 
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themes covered across subject areas: who we are, where we are in place and time, how we 
express ourselves, how the world works, how we organise ourselves, and sharing the 
planet. In the final year of the program, an exhibition activity is designed for students to 
‘demonstrate independence and responsibility for their own learning’ (p. 3).  
 
The MYP is designed for students aged 11-16 and has been reorganised since 2014 
(International Baccalaureate Organization, 2014c, 2015c). The program now offers eight 
subject groups: language acquisition, language and literature, individuals and societies, 
sciences, mathematics, arts, physical and health education, and design. In the last 2-3 
years of the program, students are asked to undertake both a community project and a 
personal project for demonstrating what they learned. Additionally, an optional external 
assessment was introduced in 2016 for students in their last year of the program, which is 
expected to enhance ‘internationally recognized IB MYP certificate and IB MYP course 
results’ (International Baccalaureate Organization, 2015c, p. 3) and is marked by external 
examiners against international standards. 
 
For students aged 16-19, the IB offers two different programs: the DP and the CP. The DP 
is academically oriented, while the CP provides career-related education. There are six 
subject groups in the DP (International Baccalaureate Organization, 2015b): language 
acquisition, studies in language and literature, individuals and societies, mathematics, the 
arts, and sciences. Besides, there are three core features of the DP: extended essay, 
theory of knowledge (TOK), and creativity, activity, service (CAS). The extended essay not 
only provides students with independent research and writing experience, it is also seen as 
a preparation for employment or a place in higher education (International Baccalaureate 
Organization, 2010). TOK is an interdisciplinary course that focuses on students’ critical 
thinking about knowledge, while CAS, resembling community service education, serves as 
‘an important counterbalance to the academic pressures of the rest of the IB Diploma 
Programme’ (International Baccalaureate Organization, 2010, p. 2). Part of the assessment 
in DP is marked by external examiners, and this assessment practice receives recognition 
by universities because of its rigour and consistency (International Baccalaureate 
Organization, 2015b). 
 
The CP is the other post-secondary education option for students in the 16-19 age group 
(International Baccalaureate Organization, 2015a). Part of DP academic courses (at least 
two courses) and career-related studies, which are designed by individual schools, 
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compose the curricular framework of CP. Besides, as with those of DP, there are four core 
components (courses) taught in CP for bridging the academic and career-related sides of 
the curriculum. They are personal and professional skills, service learning, language 
development, and a reflective project (International Baccalaureate Organization, 2013a). In 
order to satisfy various industrial, local, regional and national requirements, the flexibility of 
curricular design is emphasised in the framework of CP (International Baccalaureate 
Organization, 2015a). 
 
In addition to individual features of curricular design, there is an IB learner profile 
encompassed in all of the education programs, which commits to educate students to be 
inquirers, knowledgeable, thinkers, communicators, principled, open-minded, caring, 
risk-takers, balanced, and reflective (International Baccalaureate Organization, 2013b). 
The symbol of IB learner profile is put in the centre position of every logo design of the IB 
programs, and the IB learner profile is suggested to be seen as “a map of a lifelong journey 
in pursuit of international-mindedness” (International Baccalaureate Organization, 2006). 
The literature regarding the definition of international-mindedness is crucial for 
understanding the internationalisation policy of the IB. Chapter two provides a further 
review and discussion about IB’s notion of international-mindedness, and analysis of 
particular content that constitutes the learner profile is covered in Chapter five. 
 
Additionally, language policy shared by all IB programs can also be regarded as a 
commitment of the IB to ‘supporting multilingualism as fundamental to increasing 
intercultural understanding and international-mindedness’ (International Baccalaureate 
Organization, 2014a, p. 1). At the same time, it can be seen from a scrutiny of the language 
policy how complicated it can be to enhance multilingual accessibility, while maintaining a 
mutually comprehensible and coherent curricular system. Languages used in the IB are 
defined as the internal working language, working languages, access languages, and 
languages of instruction (International Baccalaureate Organization, 2014a). The internal 
working language of the IB is English, which is the language used for the purpose of 
governance and management. There are three working languages by the IB’s definition: 
English, French, and Spanish. Materials and documents for implementation of IB programs 
are offered in these languages. As for access languages, only selected resources 
(depending on particular programs) are provided in these languages, such as Arabic, 
Chinese, German, Japanese, Turkish, and Indonesian. Finally, for schools offering MYP 
and PYP in languages other than working language, a few conditions and restrictions are 
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applied under this policy, such as recruitment of interpreters and a commitment to 
improving working language proficiency of the staff. Overall, in such a design, particular 
languages are placed more centrally in the IB’s internationalism. 
1.2.2 The international impact 
Moving from an alternative for expatriate families in Geneva, the IB and its programs have 
now become important benchmarks or reference points for nations focused on improving 
their education systems. Concomitant with the growing number of schools conducting IB 
programs worldwide, there are some governments seeking cooperation with the IB 
regarding the development of national education programs. The IB is now working with 
approximately 4000 schools (and now 56% among them are state-funded schools) in 147 
countries (International Baccalaureate Organization, 2015d), and has become one of the 
most organised and largest international education program providers. Aiming at 
‘develop(ing) inquiring, knowledgeable and caring young people who help to create a better 
and more peaceful world through intercultural understanding and respect’, the IB situated 
itself as working ‘with schools, governments and international organizations to develop 
challenging programmes of international education and rigorous assessment’ (International 
Baccalaureate Organization, 2014b).  
 
For example, Hill (2006) reviewed the manifold forms of how the IB contributes to 
educational reforms in the US, UK, Germany, Netherlands, Malta, Switzerland, Singapore, 
South Africa, Hong Kong, etc. For example, some governments see IB programs as a 
means for promoting higher academic performance (US and UK), another cooperates and 
conducts IB programs in overseas schools (Germany), another makes students sit 
equivalents of the IB examination for leaving qualification (Netherlands), and still others 
evaluate and benchmark their curricula with IB programs (South Africa and Hong Kong). 
Further, in the reforms of national curricula in Malta, Switzerland and Singapore, some 
elements of IB programs were incorporated, such as the courses and external examination. 
However, it is also worth noting that, though it is the MYP and the PYP that provide larger 
room for adaption within individual national education systems, most cooperation between 
the IB and governments is about the application, content, examination, and international 
benchmark of the IB Diploma programme. This suggests, to some extent, that although the 
MYP and the PYP are expected to better fulfil the vision of an education that fosters 
internationally-minded individuals, pragmatically the pursuit of quality 
academically-oriented education and its international benchmark effect in the DP seems 
more central in the decision making of national governments that cooperate with the IB. 
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Along with the cooperation and involvement with education reform of various national 
systems, Resnik (2012) indicates there is a denationalisation of national educational 
systems through the mechanism of insertion, adaptation, percolation and metamorphosis 
resulting from the increasing number of IB schools. In the atmosphere of economic 
globalisation and neoliberalising education systems, the IB programs experienced 
opportunities for further expansion, and the diffusion of IB schools can thus be seen as a 
process of educational globalisation, as well as a process of weakening national education 
traditions because of the unintentional impacts of the IB on national education systems. 
The IB also took the opportunity to broaden its impact by situating itself in the global climate 
of education reform in the 1980s (Bunnell, 2009), such as the issuing of the A Nation at 
Risk report in the US in 1983 and the Education Reform Act in the UK in 1988, which, 
according to Sahlberg (2011), placed emphasis upon literacy and numeracy, effective 
learning assessed through standardised testing and competition, and accountability within 
education. 
 
In a moment of what Tarc (2009) calls “branding and impact”, the IB differentiated itself 
from other curricula. The IB now identifies its programs not only as a curriculum that 
encourages students’ critical thinking and their reflection upon local and international 
environment, but also as a curriculum that ‘is independent of governments and national 
systems, and therefore able to incorporate best practice from a range of international 
frameworks and curricula’ (International Baccalaureate Organization, 2015e). The 
marketing strategy here is not in respect of its characteristic of providing international 
programs, but its flexibility and capability of assembling best practice(s) from the global 
comparison among education systems. Through analysing the access to higher education 
through DP, Resnik (2016) refers to the negotiations of admission to higher education in 
different countries by translating the skills acquired by DP students as improving retention 
rates at universities. She argues that by expanding recognition of DP at new universities, 
the IB network became more powerful in negotiating higher education admissions in other 
places. At the same time, the growth of DP recognition in turn increases the adoption of 
such a costly and selective program in both private and state schools. 
 
Compared with its original role as an education option for expatriate families, the IB is 
nowadays offering an educational advantage for local middle class consumers pursuing 
educational and career advantages (Doherty, 2009). Furthermore, not only has it become a 
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clever choice for middle- and higher-status families under the education market, but also it 
is now regarded as an innovative education provider, whose worldviews and pedagogical 
principles are often adopted by other local education providers (Resnik, 2012). In the 
example of local education markets in Australia, provided by Doherty (2009), the IB’s 
appeal to large numbers of Australian parents is not just about ‘how it is implicated in 
geographical mobility, but also in social mobility and class strategies’ (p. 75). For middle 
class families, international education, such as programs provided by the IB, has direct 
effects on access to transnational labour markets and positions in transnational 
corporations as well (Ball, 2010). IB programs, in other words, can be regarded as a 
potential way of acquiring “cosmopolitan capital”, which is ‘not simply a matter of 
credentials but also languages, behaviours, embodiments and perspectives’ (Ball, 2010, pp. 
147-148). Using Bourdieu’s concepts, Bagnall (2008, p. 128) explains the educational 
choice of IB programs as relating to class habitus, since in his study students undertaking 
IB programs came ‘almost exclusively from the professional or higher socio-economic 
status grouping’. The baccalaureate has become potential cultural capital in the global 
labour market. And for agents who hold the Diploma, it has a scarcity value as academic 
capital in the global competition (Bagnall, 2008).  
 
Along with the appeal of the IB as education advantage, there are, however, concerns that 
international education can be one that ‘celebrates cultural diversity whilst tending towards 
the development of monoculture’ (Cambridge & Thompson, 2004, p. 172). Tate (2013) 
indicates that the values and ideas of curriculum embedded in IB’s learner profile are 
cognate with the European Enlightenment. On the one hand, the idea that there is a 
universally applicable curriculum resembles the universality proclaimed by the European 
Enlightenment. On the other hand, the pedagogical beliefs are derived from a particular 
time and place, rather than universally shared as they are presumed to be; for example, 
international education aimed at enhancing and improving the world. And this set of 
characteristics, according to Tate (2013), is closely related to several progressive education 
ideas, including ‘autonomous student-centred learning, enquiry, discussion, debate, 
collaboration and student choice’ (p. 256), which are attempted to be differentiated from the 
traditional end in the development of western education. The international education of the 
IB is a combination of educational ideals, particular global/international habits, pragmatic 
education choice and a potential universalism. 
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1.3 The Taiwanese schooling system and its attempt at internationalisation 
Taiwanese policies on international education are taken as the other site in this research 
because of Taiwan’s eagerness to internationalise its education system as an attempt to 
join/re-join the international society, a development that reflects its history and 
contemporary geopolitics, as will be further delineated in Chapter two. Literally, 
international education must deal with or have regard to something “inter-national”; that is, 
something among nation states. However, in Taiwan’s case, such an assumption cannot be 
taken for granted. Taiwan, namely the ROC, its official name in governmental publications, 
is identified neither as Taiwan nor as ROC in most international occasions (where it is 
called Chinese Taipei). Due to its historical development and that of the People’s Republic 
of China (henceforth, PRC), which is now globally, except for the Taiwanese government, 
recognised as China, Taiwan has inextricable inter-national relationships. Though both 
sides confirm the so-called “One China Policy” in the international society, both 
governments do not recognise each other as the only legitimate China. Such an 
institutional liminality of being not “China” nor “non-China” and being not “nation state” nor 
“non-nation state” (H.-L. Wang, 2001) shapes Taiwan’s idiosyncratic political status, 
international relations, and place in geopolitics. The complexity of national and international 
affairs not only reflects the diasporic character of modern history, but also makes the 
strategies of being both nationalised and internationalised a distinct and pivotal education 
policy in contemporary Taiwan society. To provide a background for further discussion, the 
following sections introduce the design of current curricular guidelines and the development 
of international education policy in Taiwan. 
1.3.1 Curricular guidelines 
The development of the contemporary Taiwanese schooling system has been heavily 
impacted by the legacy of the Chinese imperial examination system and its modernisation, 
such as the centralised administration, united regulations of curricular frameworks, and 
standardised external examinations. Primary education and secondary education in junior 
high schools had been implemented as 9-Year Compulsory Education from 1968. There 
was a curricular standard system designed and conducted with detailed directions about 
curricular objectives, content that needed to be covered, how to teach particular lessons, 
and even how to evaluate particular “knowledge” that students learn from their schooling. 
Until the 1990s, there appeared pressures for deregulation and indigenisation2 from the 
                                               
2 The indigenisation here should be differentiated from the indigenisation or internalisation in the process of policy 
borrowing. The indigenisation of policy borrowing refers to a stage that the origin of reform model is erased and more 
emphasis is put on local adaptation (Steiner-Khamsi, 2002). While the indigenisation in the education reform in 
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society. The main appeal was an education reform set against managerial, exam-oriented 
and low quality education, and, constructing an indigenised education. As one of the 
responses to this urge, a curriculum guideline with ten core competencies taught in seven 
learning areas was introduced in 2001 to replace the old curricular standard system: the 
General Guidelines of Grades 1-9 Curriculum for Elementary and Junior High School 
Education.  
 
The core components of this new guideline include: humanitarian attitudes, integration 
ability, democratic literacy, native awareness and a global perspective, and capacity for 
lifelong learning (Ministry of Education, 2008). The ten core competencies this guideline 
committed to are as shown in Table 1-1. And they are taught in seven learning areas 
throughout grades 1-9: language arts (includes Mandarin3 and English), health and 
physical education, social studies (history, geography, and civil education), arts and 
humanities (music, visual and performing arts), science and technology (physics, chemistry, 
biology, and earth science), mathematics, and integrative activities (scout activities, 
counselling activities, home economics, and group activities). 
 
Table 1-1 Ten core competencies in Grades 1-9 Curriculum 
Active exploration and study Appreciation, representation, and creativity 
Career planning and lifelong learning Expression, communication, and sharing 
Respect, care and team work Independent thinking and problem solving 
Planning, organising and putting plans into 
practice 
Utilisation of technology and information 
Self-understanding and exploration of 
potentials 
Cultural learning and international 
understanding 
 
                                                                                                                                                            
Taiwan in the 1990s is more a pursuit of increasing education content based particularly on Taiwan rather than that of 
Mainland China. It signals a departure from Sinocentrism towards Taiwancentrism, or, a nationalistic curriculum 
reform (C.-T. Tsai, 2002). Such a process of indigenisation requires designate external influence that originally 
predominate the field (in this case, the scope of Sinocentrism), and which at the same time defines the territory of the 
local (defining and arranging Taiwancentrism). Another example of this kind of indigenisation can be seen in the 
review provided in Chapter three about indigenisation of social sciences in Taiwan. Previously it was the western 
knowledge that was regarded as the exteriority, and later both the western and the Chinese knowledge are 
designated as the external influences.  
3 Mandarin Chinese in this research is designated as Mandarin.  
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Since 2014, the 9-Year Compulsory Education has been replaced by the 12-Year National 
Basic Education4, which subsumes secondary education in senior high school and all 
primary and secondary schools. No matter whether funded by government or privately, 
schools in Taiwan need to follow this institutional structure. The naming of the new 
institution evoked a wave of critiques and some of them are actually quite profound. For 
example, the question about the applicability of a “basic” education lasting 12 years and 
whether it is enough for a secondary student to be educated only as a national. Education 
to be a “national” here seems to denote more than its literal meaning.  
 
As for language instruction, substituting for Japanese, Mandarin has been designated by 
the Kuomintang (Chinese National Party; henceforth, KMT) government as the official 
language5, taught as one of the main subjects (receives more instruction time and credits) 
in schools, and has been used as the only instructional language6 in Taiwan since 1945, 
and English is another main subject (the other main subject is mathematics) that was 
taught as the first foreign language in high school. Under the localising and globalising 
tendencies in the 1990s, curricula of local language (such as Hoklo, Hakka, and 
Austronesian languages) and second foreign languages (such as Japanese, French and 
German) were designed and experimentally implemented in high schools. This curricular 
development reveals the tensions between educating students to be Taiwanese, and/or 
Chinese, and/or world citizens in Taiwanese schooling; while Mandarin retains its 
importance as the instructional language, the instruction of English (as one of the main 
subjects in schooling) also moved forward, beginning in year six in 1997 and then 
advanced to year three in 2005. 
1.3.2 The policy of internationalisation of schooling 
The Ministry of Education (henceforth, MoE) issued White Papers on international 
education in primary and secondary level schooling, called Developing 21st Century 
Competencies for Our Next Generation in 2011. It is the first comprehensive manifesto on 
internationalisation of schooling in the educational history of Taiwan (the pursuit of 
                                               
4 It is interpreted as 12-year Compulsory Education officially. However, I translate it as the ’12-Year National Basic 
Education’ directly from its Mandarin title. In the Taiwanese context, this new institution has been criticised because it 
is legally not compulsory nor free education, so should not be called compulsory education. In this research, all 
translations from Mandarin are my own. The translation issue confronted in this research is discussed in Chapter four. 
5 Mandarin was the only official language until recently. By 2017, the Democratic Progressive Party (henceforth, DPP) 
government announces the status of Austronesian languages as official languages and regards the policy of developing 
multiple “national languages” as part of transformative justice. At the same time, whether or not to grant English the 
status of official language is continuously under discussion in the Legislative Yuan. 
6 It is explicitly regulated in the Curriculum Standard that teachers should use Mandarin as the instructional language, 
and dialects are not allowed on campus (Ministry of Education, 1985).  
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internationalisation in higher education in policy appears much earlier early), which regards 
primary and secondary education as a whole. It is also noteworthy that the White Papers 
are one of the few education policies that were issued both in Mandarin and English 
versions, though they do not exactly parallel each other. Subtle differences can be found in 
the titles of the two versions. While the Mandarin version can be literally translated as A 
White Paper on International Education for Primary and Secondary School: Cultivating 
International Talents for 21st Century (Ministry of Education, 2011b), the English version 
was given a title of Developing 21st Century Competencies for Our Next Generation: A 
White Paper on International Education for Primary and Secondary Schools (Ministry of 
Education, 2011a). In addition to the contrast between main titles and subtitles, there is 
discrepancy in other wordings as well.7 
 
The emphasis on “international competencies” in education policies is not new in the field 
and can at least be traced back to the publication of the White Paper, Toward a Learning 
Society, in 1998. The Taiwanese rationale of aiming at international competencies is to 
become not just a developed country, but also to maintain Taiwan’s effectiveness in the 
global economy, and the development of international competitiveness in human resources 
is put in the central place in its education policy. Foreign language learning and the 
broadening of “international horizons” are stressed in related policies. At the same time, the 
political issues between the ROC and PRC are carefully tackled among various education 
policies on internationalisation. Here, we can see the dynamics of the economic global 
embeddedness in the national, as well as the specificity and social thickness of the global 
(Sassen, 2001) and their impact in education policy making in Taiwan. 
 
In terms of institutions and policies about international education in Taiwan, there might be 
two other education practices that may be also identified as international education but are 
not the focus of this research, namely, the education for expatriate students (including 
students with dual citizenships) and the education policies and activities of diasporic 
communities around the world. Most students in the former group either are educated in 
international schools that are independent from the Taiwanese schooling system or enter 
the system through being identified as “international students” (wai guo xue sheng, 外國學
生) by the MoE) (Laws & Regulations Database of ROC, 2014) or as “overseas Chinese 
students” (qiao sheng, 僑生) by the Overseas Community Affairs Council (Laws & 
                                               
7 Due to the differences between the two language editions, this research uses pluralised “White Papers” to 
designate this policy of educational internationalisation. 
 
 
19 
Regulations Database of ROC, 2016), which exclude students from Mainland China, Hong 
Kong and Macau. Students from Mainland China are identified as Mainland Chinese 
students (lu sheng, 陸生) by the Mainland Affairs Council (Laws & Regulations Database of 
ROC, 2015a), while students from Hong Kong and Macau were classified as overseas 
Chinese students before the transfer of governments and now are specified as Hong Kong 
and Macau students (gang ao sheng, 港澳生) (Laws & Regulations Database of ROC, 
2015b).  
 
Unlike internationalisation in higher education, these students are not treated differently 
from local students in primary and secondary schools from the perspective of policies and 
institutions. The only difference in the policy realm is the approval of various identifications, 
which relates to their extra channels for entering Taiwanese higher education. The 
education of overseas communities, on the other hand, is managed by the Overseas 
Community Affairs Council8, rather than the MoE. Education policies towards diasporic 
communities are mainly about the provision of teaching materials or teachers for overseas 
Chinese schools (Overseas Community Affairs Council, 2017). However, education for 
expatriate students and education in diasporic communities are not within the scope of 
international education in schooling for the purposes of this research. From the perspective 
of the policies for internationalisation of schooling, the education for expatriate or dual 
citizenship students in Taiwanese state schools is not distinguishable from that of local 
students. At the same time, Chinese education in diasporic communities is excluded from 
MoE’s policies for internationalisation as well, as it is supported and managed by separate 
ministries or councils under the Executive Yuan. 
 
K.-H. Chen (2010) argues that Taiwan is a society that still needs to transit through further 
decolonisation and deimperialisation. This is the case, he argues, because of its situation 
as being deeply rooted in its history as a colony of different empires, political relations 
formed in the Cold War, and its geographical, linguistic and cultural positions within the 
East Asian cultural sphere (or Sinosphere). In Asia as Method, Chen (2010) depicts an 
                                               
8 The backing and financial support from overseas Chinese communities are regarded as an important endeavor that 
leads to realising the overthrow of Qing Empire (H.-Y. Chu, 2010). Hence, soon after the establishment of the ROC, the 
KMT government started the Overseas Chinese Affairs Council in 1926 (Overseas Community Affairs Council, 2017). 
The Overseas Chinese Affairs Council was renamed as the Overseas Community Affairs Council (OCAC) under DPP 
government and is now running 17 Culture Centers around the world. Different from the Ministry of Foreign Affairs 
and their offices that handle diplomatic affairs, the OCAC and their Culture Centers mainly manage and provide 
services relating to networking, education, business, and student counseling for major diasporic communities, such as 
the Queensland Taiwan Centre in Brisbane.  
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Asian region that was disrupted in its process of decolonisation and deimperialisation and 
he calls for developing inter-Asia references. C.-H. Chu (2013) develops similar 
argumentation in his analysis of the Taiwanese White Papers on international education. 
He argues that the knowledge about South Asian countries and their connections with 
Taiwan do not receive adequate emphasis, which is a neglect of the positioning of Taiwan 
in the region. However, it may be also interesting to note that, although K.-H. Chen (2010) 
has situated the notion of Asia in regional cooperation, which is regarded as one of the 
major trends of globalisation, the regionalised Asia in Chen’s work is de facto mainly 
located in the Eastern part of Asia9, more specifically, in the East Asian cultural sphere, 
which signifies the range of countries whose development has been impacted by Confucian 
culture (or, the Chinese empires) before becoming colonies of the West. Hence, what is 
implied here is that, if the western elements, as Chen suggests, should be taken into 
consideration in this movement of globalisation, then for Asian countries, especially those 
located in East Asia, the Chinese cultural elements need to be included in the discussion as 
well. Such a postcolonial reflection of positioning Taiwan against the West and/or against 
the East will be further discussed in Chapter three. 
 
International education thus can be interpreted literally in at least two senses in the 
comparison between the practices in the IB and in Taiwan. On the one hand, the 
internationalisation within national education systems, in which the international/global 
elements (the education of global citizens and international competences, etc.) are then 
merged into education content that focuses firstly on cultivating national citizens in order to 
increase future international competitiveness and enlarge the national economy’s share of 
the market of global talents. On the other hand, there are some international education 
programs, like what the IB provides within various national boundaries, which have 
multinational student populations, claiming their internationality upon fostering certain 
dispositions, and attracting parents due to the enhancement of global mobility and the 
positional good such education provides. However, this does not suggest there is no room 
for these two sources of international education to “communicate” with each other. For 
example, there are also various forms of cooperation between the IB and nation states in 
terms of curricular reforms and international benchmarks. At the same time, it needs be 
noted here, Taiwanese policies on international education are made through referencing 
                                               
9 Ge (2011) also discusses the identity and imagination of a common Asia among Japan, Korea, and China from the 
perspective of modern historical research. He argues that, this view of Asia, to some degree, attempts to establish an 
imagined political space that transcends respective national boundaries. This “Asia” resolves the national centrisms 
inside and contrasts itself with the outside, the West. 
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those of many other policies and practices from around the world. Furthermore, in this 
policy borrowing, Taiwanese internationalisation policy can be seen as a “translation” 
(Steiner-Khamsi, 2014), a local adaptation of global educational reforms.10 However, this 
research does not attempt to investigate the two cases from the perspective of policy 
transfer or policy borrowing. It also works with a different construction of translation from 
that used in the policy transfer literature. Here translation is seen to be part of an 
appropriate comparative methodology. Through comparing the two cases, with their 
diverse formations, conditions, and settings, this research problematizes the 
conceptualisation of international education and seeks to develop a methodology for doing 
comparison. 
1.4 Research questions and purposes 
There has been some research that compares the IB curriculum with other curricular 
systems. This line of research has been conducted for different purposes, such as 
providing insights for policy development (Dixon, Charles, Moss, Hubber, & Pitt, 2014; UK 
NARIC, 2017), evaluation of undergraduate admission systems (Ateşkan, Onur, Sagun, 
Sands, & Çorlu, 2014; Gill & Vidal Rodeiro, 2014; Green & Vignoles, 2012), understanding 
the implementation of the IB within national contexts (Bagnall, Wilson Rachel, & Hu, 2015; 
Faas & Friesenhahn, 2014a, 2014b), and comparison with different international curriculum 
systems (Brunold-Conesa, 2010). However, the point to note is that few of these studies 
clarified their comparative method. While most evaluation studies use quantitative 
methodologies to compare different cases, other comparative research that uses qualitative 
methods, such as comparing the education philosophy or visions of curricula across 
systems, does not provide many insights into comparative methodology. For example, 
there are few explanations of the structure of juxtaposition and how convergence and 
divergence are found between/among different systems.  
 
Assuming comparison as an important feature to understand and analyse the world, both in 
everyday life and academically, it is the purpose of this research to first develop a 
comparative methodology before it is applied to the two empirical cases of the IB and 
Taiwanese schooling in relation to internationalisation. There are thus two interrelated 
                                               
10 The policy transfer or policy borrowing perspective is not the main perspective/framework in this research. On the 
one hand, the data I collected for this research cannot fully answer and discuss the policy transfer issue of Taiwanese 
internationalisation of schooling. On the other hand, while the policy transfer approach enables the study of 
de-territorialisation and/or re-territorialisation, this research seeks to develop a concept of comparative methodology, 
in which the process of comparison resembles that of translation. The proposed comparative approach in this 
research, comparison as translation, means that the language of Taiwanese internationalisation policy is used to 
analyse the IB, and vice versa. 
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questions driving this study: the first is to develop an approach to comparison, and the 
second is about applying this approach to understand and compare different constructions 
of international education in the IB and Taiwanese schooling. The two purposes are closely 
interconnected: one is instrumental and functional, which proposes a comparative 
methodology that is appropriate for comparing two different systems; the other is an 
application of such an approach of comparison to empirical analyse the IB and the 
internationalisation of Taiwanese schooling. 
 
More specifically, there are two overarching purposes of this research. First is to reflect 
critically on an appropriate methodology for doing comparative analyses in education today, 
while acknowledging the need to reject methodological nationalism, recognise the impacts 
of globalisation, and at the same time take account of the continuing significance of the 
specificities of culture. The second purpose of this study is to explore conditions and 
problems upon which the development of international education is based. 
 
In these ways, the research seeks to make theoretical, methodological and empirical 
contributions to the relevant literatures. The enquiry is directed by two research questions 
corresponding to the research purposes: 1) How can we properly compare entities that are 
diverse in terms of social, cultural, historical, and institutional aspects; and 2) How does 
international education, based on the cases of the IB and Taiwanese schooling, make itself 
intelligible in contemporary globalisation? 
 
By taking account of the embedded colonial root in comparative research (Sobe, 2017), 
which is reflected in various presuppositions such as methodological nationalism (Beck & 
Grande, 2010), the “northerness” of globalisation theory (Connell, 2007), this research 
delineates a comparative approach that conceptualises the process of comparison as that 
of translation. The similarities and dissimilarities observed in the comparison are thus not 
seen as inherent in the comparing entities, but produced in accordance with the 
positionalities of the researcher. This research also intends to demonstrate that the 
international education represented in the two cases targets itself as education creating 
global citizens who possess particular mobilities within the specific constructions of global 
communities.  
1.5 Structure of the research 
Excluding the introduction and concluding chapters, there are six chapters comprising this 
thesis. Chapter two, Chapter three, and Chapter four form the first section, which depict the 
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contexts, theoretical, and methodological constructions of the research, while Chapter five, 
Chapter six, and Chapter seven constitute the second section that compares the 
international education of the IB and in Taiwanese schooling with the frameworks 
constructed in the first section of this research. 
 
This introductory chapter has provided a general review of the contexts this research is 
situated in and addressed and outlined the research purposes and questions. There are 
diverse and multiple connotations entitled international education. While at the same time, 
international education has revealed family resemblances with ideas and concepts dealing 
with related issues concerning education in the global community.  
 
Chapter two discusses and contextually situates the two cases selected for investigating 
international education, the international education of the IB and the internationalisation of 
schooling in Taiwan, from the perspective of conceptualising national citizenship and global 
citizenship. While Taiwan is going through a reconstruction of both national and global 
citizenship due to its idiosyncratic historical, geographical, and geopolitical positioning, the 
IB, especially the notion of international education or international-mindedness, though not 
explicitly addressed as cosmopolitanism, is expected to realise certain cosmopolitan 
visions through educating global citizens around the world.  
 
Chapter three and Chapter four consist of two bodies of disparate research literature. 
Chapter three discusses the constructions of imagined global communities through Banks’s 
(2006), Nussbaum’s (1996), and Tu’s (2004) concentric circular conceptions related to the 
international education of the IB and in Taiwanese schooling. It does this in order to 
construct the framework for analysing international education, which focuses on fostering 
global citizens in the global community. In addition, it is also argued in Chapter three the 
necessity of developing a deparochialised research imagination in comparative research 
such as this, for preventing various presuppositions such as methodological nationalism 
and northerness of globalisation theory, and for realising “strong internationalisation” 
(Appadurai, 2001); that is, to incorporate inquiries and traditions, empirical data and theory 
from the Global South in the research of globalisation. This entails that the non-metropoles 
“participate” in the imagination and conversation of the globalisation rather than simply 
“being participated” (Mignolo, 2000). 
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Distinctive from the focus of Chapter three, the literature reviewed in Chapter four focuses 
on the adoption and adaption of a specific comparative research approach to be used in 
this research, namely, comparison as translation. Chapter four begins by discussing the 
often unreflexive and presumed neutrality of mutual comparison criterion and impartiality of 
the researcher. The chapter then suggests using Sakai’s (2006) theorisation, a 
comparative approach with awareness of the researcher’s positionality and comparison 
thought of as a translation-like process. The later part of the chapter delineates the 
research design of this research on international education. Four groups of data are 
incorporated in the analysis, including the authoritative texts published by the IB and 
leading figures, theses written on various themes concerning international education of the 
IB, official texts and reports produced by MoE or senior policy makers in Taiwan, and 
theses about Taiwanese educational internationalisation composed in Taiwan. The two 
groups of thesis data are respectively constructed as corpuses and analysed with the ideas 
of collocation, concordance and their intertextuality with the authoritative texts. The 
strategies and policy for translating and referencing data are also explained. 
 
Chapter five and Chapter six respectively compare the composition of international 
education and the rhetoric of globalisation in the cases of the IB and Taiwanese schooling. 
In Chapter five, the different focuses on communication and the intercultural/multicultural 
visions are compared. In the IB’s educational blueprint as revealed through the learner 
profile as well as in other official texts, multilingualism and intercultural understanding, 
along with the global engagement, define the foundation of international education. On the 
Taiwanese side, the policy of international education is drawn from an analysis of the IB, 
which includes four categories: national identity, international awareness, global 
competitiveness, and global responsibility. The comparison in Chapter six focuses on the 
construction of cultural borders, interpretations of globalisation, and the relationships 
between mobility and international education. The metaphors of global village, glocalisation, 
the diversification in globalisation, and the construction of mobility, are discussed. 
 
Based on the analysis demonstrated in Chapter five and Chapter six, it is the task of 
Chapter seven to critically reflect upon the cosmopolitan articulations embedded in the 
international education of the two cases. With the discussions on cosmopolitanism and 
concentric circular conceptions provided in Chapters two and three, the chapter argues that 
international education makes itself intelligible and desirable in the contemporary 
globalising world by necessitating the cultivation of global citizens. Three aspects of 
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international education, as represented in the two cases, are discussed: the composition of 
the global community, deterritorialised multiculturalism, and the (im)mobility of international 
education. Along with the analysis of international education, the comparative methodology 
conducted in this research is also considered along with cosmopolitan theorisations. 
 
The concluding chapter summarises the research by answering summatively the research 
questions posted in this first chapter and which framed the research. The limitations and 
contributions of the research are also discussed in the concluding chapter. Some 
suggestions for further research about comparison and international education are also 
provided. 
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2 Contextualising international education in Taiwan and the IB 
2.1 Introduction 
Both development of mass education and the formation of the nation state sit in relation to 
the modernisation project. Modernity is collective, territorial and with a concrete boundary, 
which entails an assumption of nation states as the “natural” form (Beck, 2000). Such a 
linkage between modernisation and the building of nation state is widely accepted, not only 
for western societies, but also in relation to non-European societies. Mass education 
contributes to the dissemination of modern values and making of nation states. The logic of 
mass education ‘links the individuals who are conceived as making up the modern nation 
with the unified collective that is represented by the modern state’ (Meyer, Ramirez, & 
Soysal, 1992, p. 146). As Anderson (1983/2006) argues, print capitalism and subsequently 
mass schooling that ensured mass literacy were together central to the creation of the 
“imagined community” of the nation. Schooling inculcates modern values associated with 
modernity (human rights, equal opportunity, universality, punctuality, etc.), which in turn are 
expected to promote further economic development (Wagner, 2012). In other words, the 
production of national citizens is an important function of national schooling systems. 
 
However, both the nation state and the education of citizenship today have been reshaped 
through globalisation. Globalisation has been an emerging and influential paradigm for 
analysing social changes since the beginning of the 1990s (Featherstone & Lash, 1995). 
Appadurai (1996) sees globalisation as resulting in various “scapes” that flow disjunctively 
across national borders (ideoscapes, financescapes, mediascapes, ethnoscapes, and 
technoscapes). With the help of the advancement of technology, the circulation of 
information, commodities, capitals and cultures works at a greater speed, and national 
boundaries act no longer as impermeable containers, rather they have become to some 
extent more porous (Rizvi & Lingard, 2010). At the same time, there are education policies 
that focus on cultivating not only national citizens but also global citizens. For example, 
both the internationalisation in Taiwanese schooling and in the IB are devoted to educating 
global citizens. We see here the “globalisation” of citizenship education. Besides, the 
concept of international education, which is sometimes defined as education for 
international students, needs to be reconsidered. For example, students in international 
schools are not necessarily from expatriate families, and international education is now also 
practised in state schools. Madge et al. (2015) argue we must also take account of the 
“complex spatialities of international education”.  
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In other words, there are global processes embedded in what used to be represented as 
the national or subnational; thus, to study globalisation involves destabilising or decoding 
the features that were once thought to be solely under the purview of nations. This research 
discusses international education in schooling from a broader sense which considers the 
changing position of nation states in the terrain of education as well as the influence of 
globalisation. In this chapter, to provide a contextual base for analysing international 
education of the two cases in following chapters, I review the respective contexts of 
Taiwanese citizenship and citizenship education and the IB’s construction of international 
minded citizens, along with the development of citizenship and cosmopolitanism.  
 
The first section of this chapter reviews the research literature on the conceptualisation of 
national citizenship and education for it in contemporary globalisation contexts. 
Concomitant with globalisation, the traditional views of citizenship, which in a sense rely on 
the development of the nation state and are imbricated with it, face various challenges, 
ranging from further accommodation of diversities, postnationalism, and multiple 
modernities. The specific constitution of diverse citizenships in Taiwan is then discussed. 
Taiwanese modern history and politics make its national citizenship inextricably linked with 
that of China. And this complicity also casts profound influences upon citizenship education 
in Taiwan. Seeing global citizenship education as creating world citizens in the 
cosmopolitan community, the second section addresses the conception of 
cosmopolitanism and its implications for citizenship in the process of globalisation. It will be 
argued that the diversification of immigration concomitant with globalisation creates 
resemblances between cosmopolitanism and multiculturalism, which used to be looked at 
within national boundaries. The education of international-minded citizens, as the IB 
dedicates itself to, is then discussed. A review of the embedded western liberalism in the 
international education approach of the IB, which has been suggested by research 
literature, will also be covered.  
2.2 Citizenship and citizenship education 
Starting with the conceptual history of citizenship, this section looks at the development of 
citizenship, its relationships with the contemporary nation state and the challenges to 
citizenship that result from globalisation. The cultural and societal contexts of Taiwanese 
citizenship, which are relevant to the meanings of global citizenship in Taiwan, will also be 
discussed. 
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2.2.1 The traditions of citizenship and its modern challenges 
The conceptualisation of citizenship can be traced far back prior to the modern 
development of nation states. The history of the republican tradition of citizenship usually 
starts from the time of the Greek city-states, and the liberal tradition is traceable from the 
Roman Empire (Leydet, 2011). The republican view of citizenship stresses the equality of 
political participation of citizens. In this view, citizenship is reified as citizens holding equal 
political power and control over the government. Hence this is seen as a positive account of 
citizenship (Bellamy, 2011). As the Roman Empire flourished, to satisfy the imperial 
inclusiveness, Roman citizenship was gradually reduced from actual political participation 
to a mere legal status, which is now referred to as legal citizenship (Bellamy, 2011). 
Citizens thus do not rule themselves, but rather they are ruled and protected by law. The 
law here can be God-given, natural law, or a social contract as developed in the 17th 
century. This contract view represents the liberal model of citizenship, which negatively 
protects individual freedoms from interference by the government and other individuals 
(Leydet, 2011). The two traditional concepts of citizenship, the republican and liberal 
citizenship, look distinctively different from each other. Yet Walzer (1989, p. 217) argues 
the two traditions work together as two sides of one coin. Citizenship cannot just be 
passively enjoyed as a legal status without actively securing it from the authorities, on the 
one hand. On the other hand, such defence presumes a pursuit of a certain “common 
liberty”, which forms the popular base for political actions. 
 
Citizenship thus can be seen as the relationships constructed between the individual and 
the political community. During the 18th and 19th centuries, nation states became the 
designated political community. Being big enough for economic and military infrastructure 
and small enough for democratic participation, nation states emerged to function as the 
political community that provides membership and political participation to its citizens 
(Bellamy, 2011). Originally published in 1950 in the fashion of the British welfare state, 
Marshall’s famous work on citizenship depicts the development of modern democratic 
citizenship as a process from civil rights in the 18th century, political rights in the 19th 
century, to social rights in the 20th century (Marshall & Bottomore, 1992). In this taxonomy, 
civil, political, and social rights are the three elements of citizenship. The civil part is about 
individual freedom, including ‘liberty of person, freedom of speech, thought and faith, the 
right to own property and to conclude valid contracts, and the right to justice’ (p.8). The 
political element includes the right of political participation either as a member in office or a 
voter. And the social element covers the right to ‘a modicum of economic welfare and 
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security’, to ‘share to the full in the social heritage’, and to ‘live the life of a civilised being’ 
(p.8). The mass education system is embodied in this latter social element of citizenship 
(Marshall & Bottomore, 1992).  
 
This view of modern citizenship sees citizenship as the product of state building and 
national consciousness construction in emerging commercial and industrial societies 
(Bellamy, 2011). Meanwhile, the establishment of the modern nation states reifies the 
rather abstract concept of citizenship (O'byrne, 2004). The formation of citizenship with the 
“national functionalist” assumption, not only takes the existence of the nation state for 
granted, but also contributes to shaping integrated nation states (Roche, 1992). Having 
examined the modern sense of citizenship and its relationship with nation states, it is now 
necessary to consider as well the challenges confronted in contemporary societies, ranging 
from cultural pluralism to postnationalism and multiple modernities. 
 
Firstly, the cultural pluralistic arguments elaborate the concept of citizenship with regard of 
the diversities in a society. The entitlement of citizenship implies inclusion of members 
within a political community and at the same time exclusion of non-members of that 
community (Castles & Davidson, 2000). ‘[T]he idea that citizenship is the same for all 
translated in practice to the requirement that all citizens be the same’ (Young, 1989, p. 254). 
For example, women, slaves, and foreigners were excluded in Greek citizenship. In modern 
societies, for some groups of people, they cannot fully enjoy the rights their citizenship 
brings. Due to social, economic, ethnical or cultural exclusion, their political participations 
are limited. A “differential citizenship” (Young, 1989) or “multicultural citizenship” (Kymlicka, 
1995) is thus needed for securing meaningful participations in politics and the rights entitled 
by citizenship in diverse societies. People’s self-respect and sense of agency are damaged 
if the state fails to acknowledge minority rights in regard to identity, language, and cultural 
membership (Kymlicka & Norman, 2000).  
 
Secondly, concomitant with globalisation, the taken-for-granted linkage constructed 
between citizenship and nation state has been affected. For example, Fraser (2013) argues 
for understanding justice as a three-dimensional construction in order to properly discuss 
justice beyond nation state. That is to say, not only need the distribution and recognition to 
be considered, which deal with “what” is a just ordering of social relations, but also the 
representation has to be taken into account. The issue of representation highlights “who” 
should be counted as members or citizens in a political community. In other words, what is 
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at issue here in the question of representation becomes the “boundaries” of community, the 
framework of discussing justice among citizens. Besides, as we know that citizenship refers 
to not only a set of political, social and cultural rights that generates from political 
participation and social integrity, citizenship is also related to identity and sense of 
belonging. Postnationalists argue that, nation states and the allegiance built around the 
nation are a product of historical contingency (Leydet, 2011). In other words, citizenships 
can be constructed beyond nations. Nation states are not the only possible political 
community from which people develop their cultural and political identities. One of the 
examples is the creation of “diasporic public spheres” with the global flows of people, ideas, 
money, technologies, and media (Appadurai, 1996). The circulation of such global flows 
facilitates transnational imagination of community. Cultural plurality produced by migrant 
groups, and recognition of minority cultural groups within nation states also challenge the 
common culture assumption of nation state and the boundary of collective citizenship.  
 
For example, Sassen (2002, 2003) argues the transformation of nation states has resulted 
from processes of globalisation and this destabilises the bundling together of citizenship 
and nation states. While concepts of citizenship that emerged from international and 
supranational organisations such as the UN and the EU are usually designated as 
transnational or post-national citizenships, the impact of globalisation on citizenship 
observed at the subnational layer is referred to as denationalised citizenship (Sassen, 
2002). On the one hand, the growing acceptance of dual or multiple nationalities affects the 
role nation states take in confirming individual’s international legal status, while at the same 
time borders of nation states become porous as the transnational flows of people, capital 
and ideas increase. On the other hand, in terms of identity, the rising consciousness of 
subordinate groups in nation states concomitant with the expansion of social rights and 
inclusion also affects solidarity. With the impact of globalisation, these social and political 
changes in nation states give rise to denationalised citizenship. The development of 
inclusiveness of citizenship by nation states, as Sassen (2002) indicates, ironically 
contributes to or facilitates such denationalisation. 
 
Thirdly, the consideration of multiple modernities may also enrich our understanding of 
modern citizenship and question its meaning. Since western modernity had no longer been 
regarded as the only source of modernisation that designates a superior and more highly 
developed form of society, Wagner (2001, p. 9953) asks for ‘plurality of interpretations of 
the modern signification’. Goldmand and Perry (2002) contend that citizenship in modern 
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China is worthy of comparison with its European and Anglo-American counterparts due to 
its markedly different developmental trajectory, such as the Chinese sovereignty in the 
returned Hong Kong and Macau, Taiwan’s quest for alternative citizenship, international 
attention to human rights in China, the democratisation of Taiwan, and democratic 
experiments in Chinese rural villages. They argue that Marshallian political citizenship limits 
our perception of citizenship to democratic western nation states. In China’s example, 
citizenship is not synonymous with democratisation. Furthermore, whether or not China 
should be conceived as a nation state is under academic debate too (Ge, 2011). This will 
be discussed in the following section based on the historical context of Taiwan. 
2.2.2 Modern Chinese citizenships 
Goldmand and Perry (2002) begin their analysis of Chinese citizenships by distinguishing a 
few Mandarin words all of which can be translated into the English word ‘citizenship,’ yet 
have different connotations and been given different tasks throughout the development of 
citizenship in modern Chinese contexts. These concepts are guomin (國民, nation-state 
people), gongmin (公民, public people), and shimin (市民, city people). It is argued that 
guomin, as a concept that has a longer history in Mandarin literature, is linked to 
nationalism (Goldmand & Perry, 2002). As confronting challenges from foreign imperial 
powers, intellectuals in late Qing urged people to become guomin, who take the obligation 
of being a national and solve China’s problem. Gongmin has closer conceptual connections 
to the concept of a public sphere, which is now a term used at least in Taiwan’s context, for 
translating the English word citizen. As for shimin, Goldmand and Perry (2002) classify the 
term as urban rights and responsibilities, which developed through the rise of urban classes. 
Gu (2002) notes that the denotation of shimin, the city people, corresponds to Buerger in 
German and to some degree properly captures the role of capitalism in the development of 
citizenship.  
 
Apart from guomin, gongmin and shimin, in the modern constitution of the PRC, renmin (人
民, people) as a formal legal term should be added into the discussion in order to 
understand the concept of citizenship used in Mandarin which is, some may argue, distinct 
from its English counterpart. C. Yang (2013) argues that compared to guomin and gongmin, 
renmin carried less political implications and merely meant ordinary people. In the 
constitution of early ROC, there is no significant difference between guomin and renmin. 
Both terms designate citizens who legitimate the regime of the state. However, this view is 
opposed by the communists, who regarded the Republican constitution (the constitution of 
 
 
32 
the ROC) as disguising the class inequality with formal legislation. Renmin has thus been 
used to designate proletariat from the 1920s. Not all collective people are renmin; only 
those underclass people, that is, workers and peasants are the real renmin. The “People's 
Democratic Dictatorship” by Zedong Mao is the most influential development of this view (C. 
Yang, 2013). According to Yang (2013), there are three other distinctive points incorporated 
in Mao’s idea: renmin is a changing category whose meanings the party or its leaders can 
decide in accordance with the situation, renmin is the motivation of creating history, and 
renmin needs to be represented and educated. PRC’s concept of citizenship is arguably 
closer to a synthesis of the communitarian approach, the Party influenced Communist 
ideas of justice in governing, and Confucianism, which emphasises obligation or duties 
stronger than rights and grants priority to social order and stability over political rights of 
individuals (Janoski, 2015). Community membership usually ensures basic welfare 
guarantees, which resembles the Confucian vision of the good society, yet is ‘seldom 
accompanied by a right to political participation’ (Goldmand & Perry, 2002, p. 5). 
 
After reviewing the conceptualisation of citizenship that developed in early ROC and the 
later PRC regime in Mainland China, now we should then turn to examining the 
development of citizenship in Taiwanese context. I shall start with a review of the political 
history here, and then discuss the evolving and changing citizenship in Taiwan in the next 
section. 
 
The complication of Taiwan’s political condition has to be traced to two wars between China 
and Japan in the last two centuries. After the First Sino-Japanese War, as a peripheral 
province of the Qing Empire, Taiwan was ceded to Japan in 1895 as part of compensation 
of the war.  And then after Japan was defeated in World War II, Taiwan was taken over 
from the Japanese colonial regime by the KMT government in 1945, who at that time 
governed the ROC on the Mainland as the successor to the Qing Empire. Yet in the 
following civil war, the KMT was defeated by the Communist Party of China (henceforth, 
CPC) on the Mainland. With the support of the USA, Taiwan has become the only territory 
that remained under the control of the KMT government since 1949. The “New China”, PRC 
on the Mainland that regards itself as the successor of the ROC was then constructed in 
1949 by the CPC. However, since 1945, Taiwan has remained under the regime of ROC, a 
country seen no longer as existent by the PRC and which has gradually lost most countries’ 
recognition due to the international affirmation of the “One China Policy”. For the PRC 
government, its “One China Principle” means that not only is there one single China in the 
 
 
33 
world but also is Taiwan part of that China. Accompanied by the rising power, the PRC has 
strengthened the force to obstruct independence of Taiwan and to promote Taiwan’s 
“return to the motherland” (回歸祖國, huiguizuguo) as PRC would term it. 
 
However, contemporary Taiwan is significantly different from not only the polity of the PRC, 
but also that of the early ROC. Ever since Japanese colonisation, Taiwanese people have 
been continuously struggling for political autonomy (cf. C.-l. Chen, Wu, & Hu, 2013). This 
hundred-year pursuit was not answered until the democratisation that began in the 1980s. 
Corresponding to the embrace of democratic institutions, the discussion of “ideal 
citizenship” in Taiwan depends a lot on the western theorisation of citizenship with little, if 
any, consciousness of the “borrowing” from western constructions (cf. H.-h. Chang & Lee, 
2004). In contrast to Taiwan’s embracement of western constructions, as the phrase “with 
Chinese characteristics” suggests, the conceptualisation of citizenship in the PRC, is more 
a combination of particular Confucianism, social justice inspired by Marxism, and Chinese 
pragmatism11 (Janoski, 2015). 
 
Throughout the last two decades, the deepening of democracy in Taiwan has affected not 
only domestic politics, which mostly deal with relationships between individual and the state, 
but also international politics, especially the cross-strait relationship with China. Gu (2002) 
observes that the development of Taiwanese civil society may become potentially the last 
defence of democracy and liberty in Taiwan in facing the rising China. In confronting the 
PRC’s attempt at eliminating Taiwan’s independence, Rigger (2002, p. 354) also argues 
that Taiwan’s niche is its pursuit of being ‘as a state that avoids identification with a nation, 
but emphasizes instead its political virtue’. Such an idea is arguably close to Habermas’s 
notion of “constitutional patriotism” (Habermas & Pensky, 2001).  
2.2.3 The Taiwanese national question and the China factor 
The development of citizenship in Taiwan is inextricable with the contesting nationhood, the 
shifting identity of Taiwanese residents, and multiple or multicultural citizenship. The former 
two aspects are in relation to China and its relationships with Taiwan, while the latter 
concerns the multiculturalism in the society. 
 
                                               
11 There is a famous quotation from Xiaoping Deng, the paramount leader of PRC in 1978-1989: “be it a black cat or a 
white cat, a cat that can catch mice is a good cat”. In terms of Deng’s pragmatism on policy, it is notable here the 
policy of “put aside disputes and engaging in joint development” (gezhi zhengyi, gongtong kaifa, 搁置争议，共同开发) 
on territorial conflict between the PRC and Japan. 
 
 
34 
Being neither a nation state nor a non-nation state, neither China nor non-China, Taiwan’s 
nationhood is under an institutional liminality and cannot satisfy its representational, 
constitutive, and normative demands (H.-L. Wang, 2001, 2006a, 2006b). This deficiency 
has been intensified by the development of globalisation (H.-L. Wang, 2001). In 1999, 
president Teng-hui Lee depicted the relationship between Taiwan and China as the 
“special state-to-state” relationship in an interview with the German media Deutsche Welle, 
which was not only opposed by the PRC, but also made Lee and Taiwan labelled as the 
“troublemaker” in international society on western media under the growing international 
impact of the PRC. H.-L. Wang (2001) analyses the demands behind the action by asking: 
What provoked Taiwan to make this trouble? His hypothesis is that increasing globalisation 
has become a push factor that necessitates that the Taiwanese government responds to 
the ambiguity of Taiwanese nationhood. 
 
H.-L. Wang (2001) argues that, the processes of globalisation, as time-space compression 
and the consciousness of becoming interdependent as a world from two aspects, intensify 
the ambiguities of nationhood confronted by Taiwan. The construction of the nation state as 
an institutional isomorphism in the modern world casts huge pressures onto Taiwanese 
society. In spite of the multiple flows of capital, people, culture, and ideology in the 
globalised world (Appadurai, 1996), there remains a need for the nation state as an 
institutional channel for these “transnational flows”. Besides, increasing global 
inter-connectedness also produces the differentiation of the self and the other. Without 
many formal diplomatic relationships, Taiwan, as in the top 20 largest merchandise 
exporter and importer among World Trade Organisation (henceforth, WTO) countries and 
holding the number one global market share in the production of computer products, has 
been always represented, if at all, as “Chinese Taipei” on most international occasions and 
Taipei Economic and Cultural Offices (TECOs) as the official institution worldwide. The 
transnational flows experienced by the Taiwanese people escalate the contradictions of 
their nationhood in terms of representation, constitution and norms (H.-L. Wang, 2001). Not 
only is Taiwan not satisfactorily represented as a nation state, but also Taiwanese people 
can be categorised neither as state persons nor as stateless persons (such as refugees). 
They are asked to contribute to the world as global citizens, yet the nation constituted by 
these 23 million people is not internationally recognised: an abnormal group of people 
neither Chinese nor non-Chinese. They thus must be the “troublemaker”. 
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Another aspect for understanding Taiwanese citizenship is to look at their national identity. 
In the surveys done by the Election Study Center of the National Cheng Chi University 
(2016), we can see the changing identities among Taiwanese residents during 1992-2016 
(see Figure 2-1). Taiwanese citizens are asked to answer: Do they recognise themselves 
as Taiwanese, Chinese, or both Taiwanese and Chinese? Except for nonresponse, there 
are three kinds of answers provided. The first stands for people who exclusively recognise 
themselves as Taiwanese people. The second identity is vaguely addressed, which means 
that people recognise themselves as Taiwanese and at the same time as people of ROC, 
of PRC, or of both ROC and PRC. And the third means some people see themselves not as 
Taiwanese but exclusively as Chinese. The Chinese identities here are, however, relatively 
ambiguous since “Chinese” can be interpreted in the context either as cultural/ethnic 
identity (Han-Chinese) as well as national identity (Chinese citizen). 
 
Figure 2-1 A chronological analysis of Taiwanese people’s identity (Election Study Center, 2016) 
In the last two decades, generally the identity of being exclusively Chinese has declined, 
while exclusive Taiwanese identity has increased. Wakabayashi (2014) sees the process 
as the Taiwanisation of the ROC and the rise of Taiwanese nationalism against Chinese 
nationalism. Interactions in terms of trade, tourism and communication between Taiwanese 
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and Chinese people were not opened by both the ROC and the PRC until the 1980s. And 
during the 1990s, the ROC government’s economic policy is “no haste, be patient” (戒急用
忍, jiejiyongren) toward the PRC, which set limitations on the size and categories of 
investments. It is not until the new millennium that the ROC government gradually 
eliminated the political barriers in the economic domain toward the PRC. And both the ROC 
(as Chinese Taipei) and the PRC joined the WTO at this period. The KMT returned to 
power in 2008-2016, and bilateral trade was further encouraged and the relationship 
between the ROC and the PRC, claimed by president Ying-jeou Ma, was the “best ever” in 
the history of Taiwan. In 2015, the presidents of PRC and ROC, Jinping Xi and Ying-jeou 
Ma even had the first ever meeting in Singapore since 1949. This KMT-CCP cooperation 
functions in both political and economic domains in Taiwan. Through framing this 
KMT-CCP cooperation, J.-m. Wu (2016, p. 430) defines his notion of the China factor which 
casts impacts on Taiwan’s practice of democracy as: ‘the process by which the PRC 
government utilises capital and related resources to absorb other countries and “offshore 
districts” (jingwai diqu 境外地區, such as Hong Kong) into its sphere of economic influence, 
thereby making them economically dependent on China in order to further facilitate its 
political influence.’ However, as can be seen from Figure 2-1 not only has sole Taiwanese 
identity in the last decade experienced a stable rise, but also mixed identity (both 
Taiwanese and Chinese) has had an apparent decline since 2008. On the one hand, Shen 
(2013) argues the decrease of dual identity (both Taiwanese and Chinese national 
identities) after 2000 results not from the rise of Taiwanese identity, but rather, from the rise 
of China. The dominance of the PRC in the international community and its One China 
Principle decay the legitimacy of the ROC, since the unification now means the elimination 
of the ROC and ceded to the rule of the PRC. Therefore, people who used to identify with 
the ROC give up their Chinese national identity. On the other hand, Meng (2016) also 
contends that further interactions with the rising China reinforce a sense of threat in 
Taiwanese society and its pursuit of autonomy and democracy.12 And this caveat 
precipitates Taiwanese people to move away from Chinese identity. 
 
The third aspect of citizenship in Taiwan concerns the developing multiculturalism of the 
society. M.-k. Chang (2008) depicts the entangled relationships between multiculturalism 
                                               
12 The speech delivered by DPP president Ing-wen Tsai on the night she was elected talked directly to this fear: 
‘Today’s result of the election proves to the world that, Taiwanese are people of liberty and people of democracy. As 
long as I am the president, I will work hard to not let my people apologise for their identity’. In that few months, a few 
Taiwanese entertainers who develop their career in China and neighbour countries were asked to apologise for saying 
in public that they come from Taiwan or they are Taiwanese (which means, for the PRC, non-Chinese identity). 
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and the development of indigenisation (本土化, bentuhua)13 and the aboriginal social 
movement. Multiculturalism in Taiwan has become a legitimised political discourse that 
legally confirmed in the constitution14 and implicitly merges an ethnical/cultural group 
categorisation within the Taiwanese nationalism. Multiculturalism in Taiwan is thus an 
umbrella concept (J. C.-C. Chang, 2007) that is stuffed with various issues concerning 
categorisations within the society. For example, aboriginal movement, gender issue, 
indigenisation, and cross-national marriage are all included in collections of academic 
discussion on multiculturalism and citizenship (J. C.-C. Chang, 2000; Hsia, 2009; G. Tan, 
Liu, & You, 2008, 2010, 2012). Such multiculturalism would be further problematized in 
Chapter three. 
2.2.4 Citizenship education in national education system in Taiwan 
The citizenship education implemented in Taiwan can be traced back to the subject of 
xiushen (cultivation or disciplining the person, 修身). The subject has been, on the one 
hand, designed and taught in Taiwanese schooling under Japanese colonial regime for 
cultivating particular citizenships. The main goal and content of xiushen are to make 
Taiwanese people into semi-Japanese-people who are loyal to Japan yet do not possess 
the same rights as native Japanese (C.-C. Wang, 2004). On the other hand, in late Qing, 
the subject of xiushen is borrowed from Japanese national curriculum and incorporated in 
the newly established modern education system for moral and patriotic education (Huang, 
2007). The ROC government on the Mainland changed the subject of xiushen into guomin, 
which consists of knowledge about politics, economy, law, and international relations (Lee, 
2004). Yet during 1929-1932 the subject was once revised as dangyi (principles of the party, 
黨義), which addressed mainly nationalism and patriotism. The subject of guomin was then 
implemented in Taiwan after the ROC succeeded Japanese regime. 
 
The subject remained mainly covering fields such as individual cultivation, national 
citizenship, and principles of the party until the 1980s (Lee, 2004). Since then, the 
citizenship education implemented in Taiwan shifted to the content based on knowledge 
produced in the social sciences, such as the politics, sociology and psychology. Meanwhile, 
the importance of moral content gradually declined in the formal curriculum. The “Grades 
1-9 Curriculum for Elementary and Junior High School Education” enacted in 2001 has 
                                               
13 See the first footnote in Chapter one. 
14 See Paragraph 11, Article 10 in the Additional Articles of the Constitution of the Republic of China (Laws & 
Regulations Database of ROC, 2005): ‘The State affirms cultural pluralism and shall actively preserve and foster the 
development of aboriginal languages and cultures.’ However, M.-k. Chang (2008) also argues that multiculturalism can 
hardly achieve the pursuit of Taiwanese nationalism or nationhood. 
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even been criticised as “a curriculum lacking morality” since there is little explicit moral 
content mentioned in the curriculum guideline. 
 
Apart from the history of the subject, the characteristics of citizenship education in Taiwan 
can also be found through international comparison. Comparing citizenship education 
implemented in six education systems (Australia, Hong Kong, Japan, Taiwan, Thailand, 
and the US), Morris and Cogan (2001) point out that, as in Japan and Thailand, Taiwanese 
citizenship education tends to be more centralised and formal in terms of curriculum design 
and implementation.15 Citizenship education in these societies is established as a 
distinctive element in the school curriculum that has a set amount of time in the timetable, 
nationally reviewed textbooks, and a distinct subject boundary followed by all schools 
regardless of their different socioeconomic backgrounds. In this model, the content of 
citizenship is distributed as with official knowledge through formal education and apt to be 
content-led, knowledge-based, and assessed by traditional means (Morris & Cogan, 2001). 
The ideology of national identity is thus passed down to the next generation through the 
rationalisation and legitimation of school curriculum (Doong, 2008).  
 
To this point the development and structural characteristics of citizenship education in 
Taiwan has been reviewed. With Doong’s (2008) analysis, I will now examine the content of 
citizenship education. In Taiwan’s context, Doong (2008) argues that there are four 
different accounts of national identities that can be designated throughout the changing 
citizenship education content: pan-China identity, cultural China identity, Taiwan identity, 
and contradictory/vague identity. For some nation states, there are more consensuses 
among the ethnic, cultural, and institutional elements of national identity. Yet this is not the 
case in Taiwan, due to its historical background, complex international relationships and 
positioning, and “provincial complex”16 between local residents and immigrants from the 
Mainland around 1949.  
                                               
15 The citizenship education in Hong Kong has gone through a revision toward nationalism in recent years. The new 
“national education” courses have been accused of as a Beijing government brainwashing conduct since several 
contentious issues (such as human rights) are eliminated and the reinforcement of identity toward China and CPC is 
emphasised (cf. J. Liu, 2012). 
16 Provincial complex (shengji qingjie, 省籍情結) denotes the conflict between local people who were born and grew 
up in Taiwan and immigrants from other Mainland provinces of ROC around 1949. Having been through the 
colonisation of Japan, local Taiwanese residents used to speak Japanese language, live their life in Japanese style, and 
be educated as Japanese. However, for people who immigrated to Taiwan along with KMT government, Japan was the 
nation being accused of destroying their homeland. Besides, because of the Japanese colony, Taiwan was the most 
modernised province of ROC at that time in terms of infrastructure and living quality (especially its counterpart, the 
Mainland just went through the WWII and civil war). It made local Taiwanese residents look down upon immigrants 
from the Mainland who thought of themselves as the “real Chinese people” and occupied the ruling class as the 
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Before the education reforms for deregulation and indigenisation in the 1990s, textbooks 
were dominantly occupied by pan-China identity and cultural China identity (Doong, 2008; 
C.-T. Tsai, 2002). In textbooks designed with pan-China identity, the territorial claim in 
geography would cover not only Taiwan and surrounding islands (Penghu, Kinmen and 
Matsu), but also the Mainland, and the succession of 5000 year Chinese history would be 
emphasised. And built upon these geographical and historical claims, the symbolic 
significance and institution of the ROC that was established in 1911 are rationalised and 
legitimised. The cultural China identity, on the other hand, puts emphasis on the close 
relations between Taiwan and the Mainland in terms of consanguinity, national sentiments, 
and cultural similarities, and constructs the identity towards cultural Chinese as a whole. 
Usually the excellence and exquisiteness of Chinese culture would be stressed. However, 
these two identities, according to Doong (2008) have been almost substituted by 
Taiwanese identity and contradictory/vague identity after the introduction of the curriculum 
“Getting to Know Taiwan” (Renshi Taiwan, 認識台灣) in 1997. Textbooks with Taiwan 
identity tend to delimit the territory as Taiwan and surrounding islands and acknowledge the 
fact of separate governance between China and Taiwan. 
 
Yet, it has to be noted here that, despite the introduction of the new curriculum that teaches 
knowledge of Taiwan, in policy documents it is still claimed that students should be 
cultivated as citizens who have “feet on Taiwan, reminiscence of Mainland China and eyes 
on the world” (Ministry of Education, 1994). This ambivalence is also reflected in the fourth 
identity depicted by Doong (2008), the contradictory/vague identity. The 
contradictory/vague identity refers to those being inconsistent in addressing the territory, 
national history, and even the name of the nation. It is arguable, however, this 
inconsistency actually corresponds to the contradiction created by the ROC constitution, 
which is a constitution that was legislated in the Mainland context, yet enacted now only in 
Taiwan. 
 
In Doong’s (2008) study, the Chinese identities seem not to be considered in curriculum 
after the indigenisation of education and the implementation of “Getting to Know Taiwan”. 
However, the controversy among the three identities (if seeing the fourth as an intensified 
                                                                                                                                                            
Japanese, the former coloniser, did. It was a feeling of displacement and distances experienced by both sides, in terms 
of languages, lifestyles, and customs. For local residents, the uneven redistribution of resources and positions to 
immigrants by the KMT government provoked their resentment towards the ROC, which arguably promoted an 
identity turn (from the pan-China to Taiwan) and reinforced the pursuit of independence of Taiwan (X. Li, 1994). 
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version of the third identity due to their shared ambiguity) continues today.17 H.-L. Wang 
(2012) refers to Taiwan’s uncompleted nation question. The condition of being neither 
nation nor non-nation and neither China nor non-China ensures the institutions cannot 
thoroughly go through either Sinicisation or de-Sinicisation, which is a kind of “postmodern 
condition” à la Lyotard, in spite of the fact that citizenship education itself is definitely a 
modern and modernist project. 
2.3 Citizens of the globe 
Regarding cosmopolitanisms as actually existing models, Sobe (2009) argues for utilising 
cosmopolitanism analytically in the study of globalisation and education through 
recognising cosmopolitanism either as a question of identity and identity formation or as a 
strategy for locating self and community. Besides, we should also consider the call from 
Pollock, Bhabha, Breckenridge, and Chakrabarty (2000) for reading cosmopolitanism not 
just as an idea, but infinite ways of being. The claim of universality of cosmopolitanism 
should be based on the fact of diversity of universals. As what Mignolo (2011) calls 
“cosmopolitan localism”, cosmopolitanisms are developed and derived from certain 
localities — particular time and space. And since cosmopolitan thinking is always 
constructed in relation to particular time and places, cosmopolitanisms should be 
considered as the plural (Pollock et al., 2000). 
2.3.1 Cosmopolitanisms18 
When we trace the history of cosmopolitanism, Diogenes is the name that comes to the fore. 
He is the one who suggested the idea of “a citizen of the world”, which means someone 
‘has no anchorage in any contemporary, real city-state’, but rather belongs to a single moral 
                                               
17 Under KMT president Ying-jeou Ma’s presidency, the MoE adjusted the curriculum guideline for senior high schools 
in 2011 and 2014 with its administrative power. The MoE rationalised the initiative by claiming that the adjustments 
are not substantial (cf. Chiao, 2015). However, it was objected and contested against by a group of former review 
committee members, academics and students (J. Wu et al., 2015). They pointed out that the content of the new 
revisions is not non-substantial as claimed by the MoE, but leading the curriculum back from Taiwancentrism to 
Sinocentrism. Besides, a few reviewers in the new committee were accused of having political or economic 
connections with the PRC government (Cheng, 2017). This revision was later abolished by the newly elected DPP 
government in 2016. 
18 I am aware that this discussion of cosmopolitanisms is itself not cosmopolitan enough, due to the predominant 
referencing of western intellectual sources. On the one hand, most research literature on global citizenship and global 
citizenship education is based on western conceptualisations of cosmopolitanism. 
On the other hand, the concept of “cosmopolitanism” itself is a western product from the perspective of ancient 
Chinese philosophy. Whether or not it is justifiable to adopt western concepts to interpret or elaborate Chinese 
intellectual history (even the word “Chinese philosophy” is appropriate or not, if we think of Hegel’s criticism of it) is 
still under debate, though we do witness some contemporary discussions (He & Brown, 2012; Rofel, 2012) put tianxia 
(天下, the world) in analogy with the cosmos and discuss the cosmopolitan implication. 
A few fragments from the Chinese classics, such as Confucian “datong”, Daoist “small state with few people”, and 
Mozi’s “jianai” (the universal love), might be relevant in this context as well. However, further philosophical discussion 
and comparison is needed. 
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community constituted by people in the world (Fine & Cohen, 2002, p. 138). Appiah (2007) 
notes that there are three things we can take from this vision of “citizen of the world”. The 
first is, unlike Alexander of Macedon, the notion of cosmopolitanism does not mean a single 
world government. The second thing is that we should care for the fate of all human beings, 
including those beyond our own political community. And the third is that we would gain 
from conversation with people of different cultures. Cosmopolitanism is a global concern for 
humanity without a wish for world government. This makes it different from Immanuel 
Kant’s vision of “perpetual peace”, which became the underpinning idea of both the League 
of Nations and the UN (Appiah, 2007). 
 
Witnessing the rise and the ills of statism, Kant’s idea of establishing a “cosmopolitan order” 
includes constructing ‘a lawful external relation among states’ and a ‘universal civic society’ 
(Fine & Cohen, 2002, p. 140). And there are four threads to his argument: the world 
federation, the realism of world trade, the idea of a global public sphere, and the sense of 
belonging to a universal community (Cheah, 2006; Fine & Cohen, 2002). The sense of 
universal community is to acknowledge that the ‘violation of rights in one part of the world is 
felt everywhere’, which resembles the feeling of the global world (Fine & Cohen, 2002, p. 
142). For Kant, world trade provides the historical base of cosmopolitanism, because nation 
states would find that peaceful exchange is more profitable than war. The world federation 
refers to a political community of nation states, through which nation states are treated as 
subjects with rights and obligations, and the participation of this global public sphere is to 
enhance peaceful relationships among nation states. Hence, as Cheah (2006) notes, 
nation states can respectively concentrate on cultural educations to their citizens 
domestically. In other words, ‘[t]he cosmopolitan community is a federation of states and 
not of world citizens’ (p. 488), and for foreigners from other states, the scope of rights 
attached to it is limited to hospitality. 
 
Opposed to uncritical patriotism, Nussbaum (1996) suggests a cosmopolitan approach of 
concentric circles. With the self at the centre, the next circle is the immediate family, and 
then the extended family, neighbours, local groups, fellow city-dwellers, and the fellow 
countrymen and other groupings. And then ‘[o]utside all these circles is the largest one, 
humanity as a whole’ (Nussbaum, 1996, p. 9). In this view of common humanity, Nussbaum 
(1996) argues, one need not give up one’s specific identities, but rather one learns to 
recognise the humanity behind the unfamiliarity one encounters. Recognising ourselves as 
citizens of the world, drawing upon the Stoics and Kant, Nussbaum (Nussbaum, 1996, p. 7) 
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indicates that we should give our first allegiance to ‘the moral community made up by the 
humanity of all human beings’. Based on this cosmopolitanism, she suggests a 
cosmopolitan education that students learn not just about the self, but also the broader 
world, and this more comprehensive knowledge of the world can thus help us in solving 
problems that require international cooperation. Besides, this cosmopolitan education 
should make students recognise their obligation not only to their families and nations, but 
also to the rest of the world. 
 
To this point the focus of cosmopolitan discussion has been on the critique of particular 
political communities, be it statism or nationalism. However, it is important to recognise that 
such a critique is predominantly derived from certain time and space, the western 
modernity. We should now also consider these colonial projects, or Enlightenment 
cosmopolitanism in Popkewitz’s (2010) term, from the perspective of global coloniality 
(Mignolo, 2000, 2011). Abdi, Shultz and Pillay (2015) note the challenge when we talk 
about global citizenship: this concept demands us to understand the interconnected 
characteristics of the world and to recognise, at the same time, that such 
interconnectedness cannot and should not be built upon a universalism which denies 
diversity. The inequality resulted from by 20th century neoliberal globalisation, similar to 
that of 16th and 17th century Spanish and Portuguese colonialism and 18th and 19th 
century French and English colonialism, are the products of colonial differences, such as 
religious exclusion, national exclusion, ideological exclusion or ethnic exclusion (Mignolo, 
2000). Juxtaposing Kant’s writing on cosmopolitanism and anthropology, Mignolo (2010, 
2011) argues that such European cosmopolitanisms act similarly as unidirectional and 
centrifugal globalism and is a global design imagined within Western Europe for the rest of 
the world. Mignolo (2000) thus proposes critical and dialogical cosmopolitanisms stemming 
from an epistemic diversity that constitutes worldviews of various spatial and historical 
locations. In such a cosmopolitan view, concepts like democracy and human rights are 
deterritorialised from their western intellectual foundation and act as the “connectors” for 
critical and dialogic cosmopolitan conversations instead of the ‘blueprint or master plans to 
be imposed worldwide’ (Mignolo, 2000, p. 744). Such a conversation among diverse 
cosmopolitanisms is necessitated by the phenomenon of globalisation. It is now necessary 
in the following section to look at the relationships between globalisation and cosmopolitan 
citizenships. 
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2.3.2 Globalisation and cosmopolitan construction of citizenships 
Based on Diogenes’s cosmopolitan vision, Appiah (2007) suggests a global citizenship that 
is complementary to modern divergent forms of societies without a transcendent world 
government. Due to the fact that modern cosmopolitanism exists with modern nationalism 
and, importantly, there is no single society that can ‘explore all the human forms of 
flourishing’ (p. 2377). Hence, global citizenship, under this vision, should accept a wide 
range of human diversity. And the conversation across differences is not only beneficial but 
also obligatory, since we need to live with each other with peaceful respect. The sense of 
living in the same world, so that one can be affected by each other and that people needs to 
understanding each other, is a product of globalisation. Appiah (2007) contends that 
globalisation is the condition that makes this ancient cosmopolitan vision relevant.  
 
However, on the one hand, as Papastephanou’s (2005) caveat suggests, the globalised 
sense of place and the fluid, diasporic, hybrid, and contingent global identity can lead to a 
rootless and relativised cosmopolitan identification. Global citizens are thus people of 
“homeless mind” that commit to ‘reason and science transcended provincial and local 
concerns… to bring human progress, based on transcendent, universal human values and 
rights, with hospitality, to others’ (Popkewitz, 2009, p. 252). This identity of non-place 
makes itself ‘a disguise of a deep and unreflective rootedness in the Occidental culture of 
performativity, modernization and profit’, rather than pluralism (Papastephanou, 2005, p. 
542).  
 
On the other hand, as Cheah (2006) questions, if the uneven characteristic of global 
capitalism can form a concrete ground for a cosmopolitan consciousness. In other words, 
the material interconnectedness may not necessarily lead to the formation of global 
solidarity. Rizvi (2009) also argues that there is a corporatist approach of contemporary 
cosmopolitanism, which presupposes a global market with weaker national boundaries and 
the individual freedom that produced by greater mobility and innovation. However, this 
corporate cosmopolitanism corresponds to neoliberal account of globalisation, which leads 
to greater inequality and hegemony. Take the global flows of people for example; Cheah 
(2006) indicates that there is a new technocratic professional class created from 
transnational corporations. For this group of people, the feeling of global solidarities is 
based on ‘professional self-interests and advancement’ (p. 492). This transnational mobility 
and interconnectedness may not necessarily generate a cosmopolitan consciousness. 
Similarly, for another group of people of mobility, Cheah (2006) picks up the transnational 
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migrants from the Global South to the Global North as instance. They are ‘more likely to be 
driven by the desire for upward class mobility and to become the new bearers of the 
imperatives of national/regional economic competition’ (p. 493). Therefore it is also 
questionable if they feel themselves being “citizens of the world”. Ong (1999) uses the term 
“flexible citizenship” to depict the strategies used to take advantage of political and 
economic conditions by people of mobility in the context of contemporary globalisation. She 
argues that, for Chinese people who possess the capital of mobility (such as professional 
knowledges), the Chinese identity is in plural forms and with flexibility. However, this 
flexibility of identity toward political communities, as Rizvi (2009) suggests, fits the logic of 
corporate cosmopolitanism.  
 
2.3.3 Cosmopolitanism and multiculturalism 
Apart from the development of transnationality of citizenship, for nation states, 
multiculturalism has been seen as a way of dealing with the diversities for the integration of 
society and the inclusiveness of citizenship. And such tasks of multiculturalism to nation 
states, as we shall find in the following section, are similar to that of cosmopolitanism to the 
global society. There are also similarities or continuities in the discourse of multiculturalism 
and cosmopolitanism, which arguably regards cosmopolitanism as an improved version, or 
at least beyond methodological nationalism, of multiculturalism. In addition, for some 
researchers, the characteristics of cosmopolitanism and multiculturalism are taken as 
complementary.  
 
To depict the development of multiculturalism in western societies, especially in terms of 
the ethnocultural diversity, Kymlicka (2005) points to four trends of multiculturalism: the 
substate/minority nationalisms, indigenous peoples, immigrant groups, and migrants who 
are not recognised as permanent residents and future citizens. The example given for the 
first trend includes ‘the Québécois in Canada, the Scots and Welsh in Britain, the Catalans 
and Basques in Spain, the Flemish in Belgium, the German-speaking minority in the South 
Tyrol in Italy, and Puerto Rico in the United States’ (p. 111). These groups regard 
themselves as nations within larger states and struggle for territorial autonomy or 
nationhood recognition, which was seen as a threat to the state. Kymlicka (2005) observes 
that, through “multination federalism” that position them as self-governed subunits under 
the federation, these subnationalisms today expect that they ‘will endure into the indefinite 
future…their sense of nationhood and nationalist aspirations must be accommodated’ (p. 
111). The second trend in Kymlicka’s (2005) categorisation is the treatment of indigenous 
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peoples. In the past, indigenous groups were expected to disappear by genocide, 
“dying-out”, inter-marriage, or cultural assimilation. Today, in the wave of decolonisation, 
indigenous groups are gradually regarded as ‘distinct societies within the larger country, 
and that they must have the land claims, cultural rights and self-government rights needed 
to sustain themselves as distinct societies’ (p. 112). Kymlicka (2005) notes that, the 
multicultural development of these two groups, the national minorities and indigenous 
peoples, demonstrates that western countries has been moving away from the old sense of 
nation state which presupposes unitary, centrality, and the ideology of “one state, one 
nation, one language”. 
 
The third and fourth trends of multiculturalism are the treatment towards immigrant groups 
and migrants without permanent permission to stay. Using Walzer’s (1983) term, Kymlicka 
(2005) calls the latter group “metics”, ‘long-term residents who are nonetheless excluded 
from the polis’ (p. 113), such as the illegal immigrants, asylum-seekers, or overstayed 
students and guest-workers. It is unrealistic to expect metics to return their original 
countries. They have built new homes in host countries and expect to follow the immigrant 
path to integration (Kymlicka, 2005). In terms of immigrant groups, western countries shift 
their policies from assimilation to a more liberal conception of integration. Instead of being 
expected to naturalise and become indistinguishable from native-born citizens, immigrant 
groups are increasingly encouraged to express their ethnic identities visibly and proudly 
(Kymlicka, 2005). All four multicultural categories challenge nation states’ ability to 
accommodate diversities.  
 
In the above categorisation we see the function of multiculturalism in locating diversities 
within societies. It is important however to also examine the critique from the perspective of 
globalisation. Comparing with the multiculturalism in western nations which had received 
attentions from the 1960s, Vertovec (2007) uses the term “superdiversity” to depict the 
further diversification of diversity in Britain today due to the increase of migration, and in so 
doing speaks of postmulticulturalism. Numerous diverse demographical variables such as 
gender, age, communities, countries of origin, languages, religions, and immigration 
statuses, marks a new wave of “new immigration” in the globalising world (Vertovec, 2007). 
Rizvi, Louie, and Evans (2016) also refer to the expanded definition of diaspora in today’s 
Australia. They indicate that, Australia’s Asian diaspora communities with their 
transnational network, fluidity and dynamics should include not only the first generation of 
immigration but also ‘subsequent Australian-born generations, people of mixed cultural 
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backgrounds, permanent residents, those on temporary work visas, and some long-term 
international students’ (p.23). For Beck (2011), the multiculturalist discourse, which 
develops in the outlook of nation states and attempts to dissolve differences between 
majorities and minorities and to seek for integration, actually means plural monoculturalism 
under the nation state framework. The conceptualisation of multiculturalism presupposes 
not only the frame of nation state, but also essentialises cultural differences. And this 
results in the recognition of conventional fixity and stability of borders and demography of 
nation states and regarding identity as a matter of either-or. Beck (2011) sees this language 
of multiculturalism as a form of methodological nationalism which fails to cognise 
“superdiversity”. Beck (2011, p. 55) contends that, ‘the multicultural lens makes us blind to 
the new constellations of diversification of diversity which transcend the borders of the 
nation-state’. 
 
In relation to his distinction between the first and second age of modernity, Beck (2011) 
thus calls for a shift from the language of multiculturalism to that of cosmopolitanism. The 
cosmopolitan identity, in Beck’s (2011) vision, denotes individuals who understand 
themselves as citizens of the world with their own ethnic and cultural roots. They are aware 
of continuously crossing between different groups through ‘experiences and encounters 
with other cultures, ethnicities, genders and circumstances’ (p. 56). And they are ‘never 
firmly entrenched and wholly enclosed in only one group’ (Beck, 2011, p.56). Beck (2000) 
suggests we experience the second age of modernity, the cosmopolitanisation from various 
aspects, such as the dissemination of cultural commodities, acceptance of dual citizenships, 
languages, mobility, international communications, etc. And here cosmopolitanisation is not 
a process towards the formation of “a” cosmopolitan society or the “melting pot”, which 
symbolises the model of integration in the first age of modernity, but the “salad bowl” (Beck, 
2000). Yet, it is interesting to note here, the salad bowl metaphor used by Beck for 
depicting cosmopolitanism is a multiculturalist one rising from the US society.  
 
In other words, what we see here is a deterritorialisation of multicultural discourse or 
conceptualisation of diversities to the global world, at least beyond state boundaries. 
Tarozzi and Torres (2016) argue that discussions on interculturalism from the European 
context and multiculturalism from the US background should be included in contemplating 
upon the education of global citizens. Global citizenship education can be benefited from 
the critical lens of provided by inter- and multiculturalism, especially from their foci on 
incorporating diversities and dealing with power relations and inequalities. 
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It thus makes us seriously consider Buras and Motter’s (2006) construction of “subaltern 
cosmopolitan multiculturalism”. They contend that, the multiculturalist attempts of 
transformation and emancipation need to work through crossing national borders and 
assuming a global dimension. In this sense, the delimitation between multicultural 
education and global education, which designates the former with diversity within nation 
states and the latter with “the other” overseas, is eliminated. Multiculturalism bounded by 
nation states is insufficient due to its ignorance of cross-border inequalities (Buras & Motter, 
2006). Drawn from Giroux’s (1994) “insurgent multiculturalism”, multiculturalism here is not 
only about recognition of diversities and analysis of stereotypes, but also ‘understanding, 
engaging, and transforming the diverse histories, cultural narratives, representations, and 
institutions that produce racism and other forms of discrimination’ (p. 328). Moreover, this 
multicultural project, Buras and Motter (2006) argue, can make a contribution to ‘reshaping 
national identity to accommodate the claims for recognition of different groups by the state, 
and to challenging forms of unequal power that exist within territorial borders’ (p. 429). It is 
this emancipatory and reflective task that asks multiculturalism to go beyond national 
borders.  
 
At the same time, there is a need for global education subscribing to a subaltern 
cosmopolitan multiculturalism in order not to reproduce the oppressive relationships 
between dominant and minority groups, with which multiculturalism deals. Answering his 
own question “who needs cosmopolitanism?”, de Sousa Santos (2002) refers to the person 
‘whoever is a victim of intolerance and discrimination needs tolerance; whoever is denied 
basic human dignity needs a community of human beings; whoever is a non-citizen needs 
world citizenship in any given community or nation’ (p. 460). Subaltern cosmopolitanism is 
an attempt to work against hegemonic globalisation from above and realises a globalisation 
from below. Buras and Motter (2006) contend schools should be able to create an 
education rooted in subaltern cosmopolitan multiculturalism, which ‘seeks to confront 
unequal relations of power not only nationally, but transnationally’ (p. 257). 
 
Harvey (2009) indicates that, similar to Appiah’s (1997) conception of “rooted 
cosmopolitanism”, these “adjectival cosmopolitanisms” ‘have in common the idea of 
somehow combining respect for local differences with compelling universal principles’ (p. 
114). In other words, they all suggest that local patriotisms are not necessarily in conflict 
with cosmopolitanism. In Appiah’s (1997, p. 633) account, one can be cosmopolitan 
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(celebrating the variety of human cultures) and at the same time rooted (showing loyalty to 
one local society designated as home). This attempt of rooted cosmopolitanism, as Appiah 
(1997) mentions, resembles multicultural liberal democracy, which rejects seeing local 
cultures as static closed boxes and emphasises individual choice of way of life. However, 
Harvey (2009) warns us of the fragile demarcations and potential resonance between these 
kinds of cosmopolitanism and neoliberalism and nationalism. 
2.3.4 Educating global citizenship and international mindedness 
In the atmosphere of economic globalisation and neoliberalising education systems, the IB 
programs has received much opportunity for further expansion. However, it should be 
noted here that, due to the international political climate, it is not until the early 1990s that 
the term “world citizen” enters IB’s official discourse (Tarc, 2012).  
 
Instead of explicitly putting the aim of IB education as cultivating world or global citizen, it 
was understated overtly de-policised as the education for “international understanding” 
(Tarc, 2009). Although international understanding was commonly accepted and seen as a 
liberal and progressive idea among international schools, it remained contentious in the 
national education systems in the 1960s. Tarc (2009) refers to this period as one of 
embedded liberalism, a time of pursuing modern education in developed nations. IB’s 
challenge lay in dealing with international citizenship carefully at the time which most 
national education systems, especially in secondary education or post-primary education, 
were just consolidated and acted as institutions for creating national allegiance and identity. 
As one of the founders of the IB, A. D. C. Peterson contends that students should firstly 
construct their national identity and then learn to be open-minded towards other cultures 
(Peterson, 1972).  
 
Tarc (2012) argues that international education, at least as is the case with the IB in the 
1960s, assumes only the literal meaning of being “international” as the mobility of students, 
international standards and agreements. The IB attracted teachers who were pursuing 
innovation in their instruction in international schools and parents who worked in 
international organisations and held the same philosophy as their employers (Hill, 2006). 
They were a group of people who are internationally mobile, influential, speak two or more 
languages and, and believe a better world can be achieved by international education. And 
it was expected that, through these border-crossing interconnections among human beings, 
a more egalitarian and less-violent world can be built (Tarc, 2012). The vision works 
 
 
49 
concomitant with the ‘pursuit of knowledge and culture, a common humanity can be found 
and progress across and in spite of national and cultural difference’ (Tarc, 2012, p. 110). 
 
As the end of the Cold War and as market and neoliberal logics penetrated various social 
areas, the cultivation of global citizenship among national citizens has become desirable for 
nation states, because ‘clearly “global citizens” can help the state gain positional advantage 
in the global market place’ (Tarc, 2012, pp. 113-114). The IB’s notion of international 
understanding shifted from knowledge-oriented to disposition and mindset. And the 
advocate of “learning to learn across frontiers” in Peterson’s words became “learning 
across frontiers” that reduces learning to take-for-granted intercultural leaning (Tarc, 2009). 
For individuals, as Rizvi’s (1968/2014) interviews with international students demonstrates, 
it is a kind of consumerist cosmopolitanism presumed in international education. They 
believe, through international education, better future positions in the global economy can 
be enhanced, since the importance of intercultural experiences is highlighted. In other 
words, this outlook of cosmopolitanism is an economic deliberation rather than a critical 
understanding of the global world (Rizvi, 2009). We can see here a particular form of “soft 
global citizenship education” (Andreotti, 2006), which fails to critically address the cultural 
and economic roots of inequalities in the uneven globalising world. 
 
It has been outlined above the development of the IB and its changing strategies in terms of 
defining the focus and meanings of being “international”. Another feature that should be 
noted is the western philosophy embedded in its notion of “international-mindedness”. As 
illustrated in Chapter one, “international-mindedness” is an important feature commonly 
shared by all of IB’s programs. The philosophy embedded in the international-mindedness 
of the IB has a western liberal-humanist root. According to Tarc (2009), such western 
liberal-humanist characteristics, in addition to the liberal view of world citizen in the 
common humanity mentioned above, can be traced to at least two other aspects, the 
emphasis of general education and the conceptual/disciplinary knowledge learning. 
Peterson often refer to A. N. Whitehead (1929) when talking about the philosophy of the IB 
(Peterson, 1972; Tarc, 2009). In his discussion of the aims of education, A. N. Whitehead 
(1929) asserts that ‘(c)ulture is activity of thought, and receptiveness to beauty and humane 
feeling’ (p.1) and ‘(e)ducation is the acquisition of the art of the utilisation of knowledge’ 
(p.6). Tarc (2009) argues that Peterson’s ideas of “learning to think” and the following 
development of the course of “Theory of Knowledge” are in relation to such a deep 
conceptual knowledge learning. In contrast to surface and disconnected style of learning, 
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this kind of education focuses on the general education of the “whole person”, in which 
moral and aesthetic dimensions should not be neglected. In Peterson’s view, it is this 
emphasis of education of humanities, including literature and the arts, that results in 
international understanding, sympathy, and peaceful coexistence with others (Tarc, 2009).  
 
Besides, it has also been suggested that, the way in which the IB seeks to cultivate global 
citizens is based on a particular western epistemological tradition, is a monoculture. The 
predominant epistemology includes the presupposition of ‘an availability of a wide range of 
opinions’, the ‘acknowledgement of the fallibility of one’s own or others’ opinion’, and the 
‘confidence in free competition of ideas as a condition for the emergence of truth as the 
best opinion available’ (van Oord, 2007, p. 386). Compared with Asian cultures such as 
Japan and Singapore, van Oord (2007) also argues that, in spite of the international 
oriented content, there is a western hierarchy of knowledge embedded in the philosophy of 
education of the IB which: 1) values understanding over memorising; 2) concepts receive 
more importance than facts; and 3) the education of thinking skills surpasses that of 
encyclopedic knowledge. Besides, as the primary aim of the IB, at least the Diploma 
Programme, is to provide a general education for students before they enter into 
universities worldwide, both the scope and quality of the courses provided by the IB have to 
be recognised by universities, perhaps, the prestigious western ones. In other words, van 
Oord (2007) seems to be arguing here that, the western epistemology is, through the 
diffusion of international education, disseminated to other non-western societies. 
 
However, it is interesting to note here, such a reflection upon being westernised through 
enacting international education seldom appears in other non-western contexts. Taking the 
example of Taiwan, while researchers acknowledge the practice of international education 
is a western product (cf. Chan, 2013; D. I. R. Chen, 2011), little attention is paid to the 
potential westernisation effect. Some researchers tend to suggest implementation of 
international education or the internationalisation of education is a must for Taiwan, due to 
its international political specificities. It seems rationalised that the development of 
international education in Taiwan does not only increase the international visibility of 
Taiwan as a nation (Chan, 2013; C. S. Chang, 2006), but also, for individual nationals, 
provide opportunities to be involved in international affairs, which the national government 
cannot provide with its limited agency in international society (Marginson & Mollis, 2001). 
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Another term that arises alongside is “global-mindedness”. Regarding education for global 
citizens is a kind of education cultivating “global-mindedness”. Hett (1993), in her widely 
referenced study amongst the international education literature, defines global mindedness 
as ‘a worldview in which one sees oneself as connected to the world community and feels a 
sense of responsibility for its members’ (p. 142). Under this overarching definition, there are 
five dimensions of global-mindedness identified through statistical examination; they are 
responsibility, cultural pluralism, efficacy, globalcentrism, and interconnectedness (Hett, 
1993). Responsibility refers to a sense of moral responsibility towards people in other parts 
of the world. Cultural pluralism denotes an appreciation of cultural diversity and a belief that 
all cultures have something to contribute to each other. This definition is in a way similar to 
Appiah’s (2007) concept of global citizenship. Efficacy means that one believes his/her 
actions can make differences in both national and international contexts. Globalcentrism is 
a mindset contrasted with nationalcentrism. It asks people think of the benefits for the 
global community rather than simply national ones. As for interconnectedness, this is the 
‘awareness and appreciation of the interrelatedness of all peoples and nations’ (Hett, 1993, 
p. 143). 
 
With these attempts to educate global citizens, international education (or global citizenship 
education in a sense) has now gained a distinct role not only in institutions like the IB, but 
also within the schooling systems of nation states. As defining citizenship as a sense of 
membership and identity towards the global community as a whole and regarding 
interconnectedness as the predominant feature, it is then interesting to see how this world 
and the relationships within the community are imagined. This leads us to the next chapter, 
which will focus on the imagination of cosmopolitan community. 
2.4 Conclusion 
This chapter has reviewed the conceptualisation of citizenship and its relationships with the 
construction of global citizenships. Deriving from the republic and liberal traditions and 
influenced by Marshallian social citizenship, modern citizenship, which is based in the 
nation state, has been challenged by the further inclusiveness of cultural plurality, the view 
that sees nation state identity as contingent, and through the concept of multiple 
modernities, which regards certain definitions of citizenship as not universal but as a 
western product. These challenges are arguably connected to not only the development of 
globalisation, but also the construction of larger communities that transcend national 
boundaries and relate all human beings in the world as fellow global citizens. Concomitant 
with the discussions on the transformation of nation state and its citizenship, 
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cosmopolitanism, despite not being a new invention, has received research attention for its 
conceptual contributions to the making of global citizenships.  
 
The composition of the word international education designates its relationship with 
national education systems and the larger global community that exists among nation 
states. Being implemented in contemporary mass schooling systems, which aim at 
educating national citizens, international education also claims to cultivate global citizens 
imbued with international/global-mindedness. The two cases—international education of 
the IB and the internationalisation of schooling in Taiwan—are analysed in this vein. In the 
case of Taiwan, what we see is a transformation and reconstruction of national citizenship. 
While in the case of the IB, the western liberalism underpinning the notion of 
international-mindedness, has been scrutinised. The discourses of international education, 
at least in respect of the two cases studied in this research, sit in-between these 
contemplations of citizenship in the context of contemporary globalisation. 
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3 Theoretical Framework 
3.1 Introduction 
In the two cases of this research, the internationalisation of Taiwanese schooling and the 
international education of the IB, educating citizens of the globe is an important goal, which 
implies there is a common global society that the whole of humanity shares. Set within the 
theorisation about the nation as an imagined community, the imagination of globalisation, 
and consideration of knowledge production in the global world, this chapter seeks to 
provide a theoretical framing for analysing international education. And the chapter argues 
that a postcolonial approach19 provides a preferred and justifiable outlook for studying 
globalisation today. 
 
The first section looks at the theoretical imaginations of global community. Thinking with 
Anderson (1983/2006), C. Taylor (2002), and Appadurai (1996), the imagination of a global 
community requires creating a sense of simultaneity, and it directs the way people see and 
act upon the world. The development of mass media and cyberspace, concomitant with the 
increase of immigration, creates transnational communities. Diasporic communities are no 
longer a marginalised imagination in the globalising world. The global community implied in 
international education needs to be considered with such imagination. The second half of 
this section then focuses on three concentric structures within the imagination of global 
communities, which relate to the two cases of this research. Banks’ (2006) theorisation is 
based on the multicultural Anglo-American society, while C.-s. Tu’s (2004) concentricity 
offers a way of thinking about the world that has explicit Taiwanese roots. And Nussbaum’s 
(1996) concentric circles resemble the levelled internationalism of A. D. C. Peterson, one of 
the founding figures of the IB (cf. Tarc, 2009, p. 61). Banks develops his model from the 
perspective of multiculturalism, Tu’s work relates to his view of history and history 
curriculum, while Nussbaum is concerned with the balance between patriotic and 
cosmopolitan education. Although with diverse purposes and different theoretical 
backgrounds, Banks (2006), Nussbaum (1996), and C.-s. Tu (2004) choose to draw their 
imagination of global spaces as concentric circles; they represent global spaces through 
this particular cartography.  
 
                                               
19 The “postcolonial” approach referenced here to compare international education discourses is not a ‘universalizing 
category which neutralizes significant geopolitical differences’ that refers to the end of colonialism (Shohat, 1992, p. 
103). It is, instead, a postcolonial approach that acknowledges the importance of historicising, reflecting upon settler 
colonialism, and neo-colonial global positionings. 
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The second section focuses on the theoretical positioning of this research. A postcolonial 
perspective linked to the geopolitical and historical specificities of Taiwan is addressed. 
Connell (2007) profoundly uncovers the “northerness” of major social theories emanating 
from the high status universities in nations of the Global North, which include many theories 
of globalisation. Methodological nationalism is part of the cluster as well, which 
presupposed a homology of nation/state/society. The nonreciprocal relationship between 
the metropole and other places, with the former as provider of intellectual tools and the 
others as objects of theories or data mines needs to be placed under reconsideration. 
Appadurai (2001) also talks about the need for the deparochialisation of research, which 
asks for a re-examination of the presuppositions embedded in current neo-colonial contexts 
and “northern theory”. To align with these observations in the social sciences and to better 
position this research and myself in the study of globalisation, the second half of this 
section deals with theoretical reflections on the “indigenisation” or recent “theory from/of 
Taiwan” in Taiwanese society. It is argued in this section that the analysis of international 
education and globalisation needs to begin from a hybridised theoretical position. The 
necessity of incorporating such a postcolonial perspective in the comparative research on 
international education is discussed in terms of the hybridised characteristic of culture and 
the decolonisation of globalisation knowledge. 
3.2 Imagination of global communities 
Given education can provide particular social imaginaries and create imagined 
communities, there can be various social imaginaries about the globe embedded in diverse 
versions of international education. We saw in Chapter two that Doong’s (2008) analysis of 
four categories of national identity revealed in textbooks (the pan-China identity, cultural 
China identity, Taiwan identity, and contradictory/vague identity) represented four different 
social imaginaries in Taiwanese society. In each identity, a specific and situated 
imagination of community is created. Another example for globalisation can be found in 
Rizvi and Lingard’s (2010) argument that the internationalisation of curriculum, as usually 
seen and practised in business schools, provides a limited imaginary of globalisation. The 
learning of other cultures is restricted to instrumental economic needs. And the cultural 
aspect is reduced to better accommodate students within global markets and might be 
seen as a state strategy to manage diversity within the nation. In this vein, students 
become economic units and only those commercially productive contents are deemed 
worthy of learning (Rizvi & Lingard, 2010).  
 
 
55 
 Imagined global communities 
Since Anderson (1983/2006) illustrated the development of nationalisms as the processes 
of constructing imagined community, the imagination of the society has been widely 
discussed within and beyond nation states. In Anderson’s (1983/2006) analysis of the 
imagination of “Indonesian-ness”, from a “colonial-state” to a “national-state”, the function 
of the education system is discussed. The official, colonial nationalism is passed down 
through education and in the production of bilingual elites, who have diverse cultural 
backgrounds, yet share a common (coloniser’s) language. The acquisition of bilingual 
ability means they can reach and engage with modern western thought, such as ‘the 
models of nationalism, nation-ness, and nation-state produced elsewhere’ (p. 116). 
Besides, the succeeding educational ladders create educational pilgrimages, which parallel 
the administrative ones. These routes link different locales, yet are mostly bounded in the 
colonial territories, and provide ‘the territorial base for new “imagined communities” in which 
natives could come to see themselves as “nationals”’ (p. 140).  
 
The expansion of colonial education then provides a growing group of subordinate cadres 
and corporate bureaucrats for the state, such as engineers, administrators, schoolteachers, 
and police. At the same time, a modern style of education becomes desirable and accepted 
for the colonised population. The dissemination of education increases the literate mass, 
which helps the imagination of the nation. Print-literacy, in Anderson’s (1983/2006) 
argument, makes it possible to imagine a community with homogenous temporality. And 
the standardised organisation of mass education, such as standard textbooks and 
materials, credentials, teacher training and class divisions, also promotes a sense of 
national solidarity. The development of mass education or the modernisation of education 
systems through the production of mass literacy makes a contribution to the constitution of 
the imagination of community, which is the nation (Anderson, 1983/2006). 
 
So far, the relationship between building imagined community and the function of education 
in Anderson’s notion of imagined community is highlighted, such as the bilingual elites, 
education routes, and mass literacy education that helps create a sense of simultaneity 
among people. Further developing Anderson’s argument, C. Taylor (2002) talks about the 
social imaginary, ‘in which people imagine their social existence, how they fit together with 
others, how things go on between them and their fellows, the expectations that are normally 
met, and the deeper normative notions and images that underlie these expectations’ (p 
106). This imaginary of society encompasses, C. Taylor (2002) argues, an understanding 
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of the world that is both descriptive and normative. It shows us how things usually go, and 
this sense of usual implicitly suggests to us how things ought to go.  
 
In his study on the transformation from pre-modern to modern society, C. Taylor (2004) 
adds the point about simultaneous temporality. A particular mundane understanding of time 
stimulates people thinking their society horizontally, which leaves no space for privileged 
persons, such as a king or priest. And this implies an imagination of the direct-access 
society, ‘where each member is “immediate to the whole”’ (p. 157). Such a sense of 
immediacy reduces the importance of the hierarchy of society, which makes people 
experience modern equality and a ‘growing self-consciousness as an individual’ (p. 160). C. 
Taylor (2004) argues that modern equality and individualism are linked with the 
development of imagined belongingness to a wider and more impersonal entity, such as 
the state, the nation, the movement, and the community of humankind. 
 
Extending Anderson’s argument about mass literacy and the creation of the imagined 
community of the nation, Appadurai (1996) indicates that the imagination of society today 
has been transformed due to the advancement of technology. The mass mediation affects 
people’s imagination about migration and location. The wide spread of mass mediation and 
migration create diasporic public spheres. Mass mediations enable moving population to 
share their cultures and politics transnationally. Diasporic communities become no longer 
exceptional or marginal, but ‘part of the cultural dynamic of urban life in most countries and 
continents’ (p. 10). Working through the development of mass media, imagination also 
provokes people’s agency and action. The example here is the collective imagination of 
neighbourhood and nationhood. Electronic capitalism, resembling print capitalism, 
produces ‘the condition of collective reading, criticism, and pleasure’ (Appadurai, 1996, p. 
8), which make possible a group imagination and the feeling of togetherness.  
 
It may not be inappropriate here to incorporate the discussion of the function of cyberspace 
in globalisation. Although its openness and accessibility are social-culturally affected, the 
Internet creates a space, which is also a non-space (Usher, 2002). It is a ‘diaspora of 
hybridity and flows where one and many locations are simultaneously possible and itself 
(dis)locating in producing a range of positionings’ (Usher, 2002, p. 50). Some cities now act 
as the global hubs, which are at the same time local, national, and transnational. They 
become ‘place(s) of engagement in plural politics and multiple spatialities of involvement’ 
 
 
57 
(Amin, 2002, p. 397). Viewing globalisation from the conventional view of state territoriality 
and trichotomised scales (local, national, and global) is thus challenged in this account.  
 
In this view of post-nationalism, with the development of information and communications 
technology and the growth of migration, nation states are less formed by “natural facts”, 
such as language, blood, soil, and race, but through cultural products and the collective 
imagination (Appadurai, 1996). The imagination of genuine national ethnos that separates 
“we” from “they” is continuously produced and naturalised, even across national boundaries 
(Appadurai, 2006). The imagination of communities creates solidarities beyond national 
boundaries due to the impact of mass mediation. The transnational effects of watching the 
Olympic games is one example here. Through the dissemination of video images, migrant 
populations are enabled to share news and support the teams from places other than the 
host countries. Along with the development of mass media and information technologies, 
although the classical territorial nation states are still at work, they are not the only subjects 
for collective identification, allegiance, and imagination. Some means that are used for 
imagining nation states, may now also be used to imagine communities larger than nation 
states, such as the cosmopolitan community or even diasporic public spheres (Appadurai, 
1996). 
 Compositions of global communities 
Looking into the cosmopolitan turn in relation to citizenship, Delanty (2009) argues that the 
nation state has become simultaneously both too big and too small for conceptualising 
citizenship. It is too big for nation states that ‘are generally felt by citizens to be remote and 
unconnected with local issues’ (p.130). Meanwhile, it is too small because the nation state 
is felt to be inadequate for coping with global challenges. However, this does not mean the 
nation state becomes irrelevant, since it is still vital in terms of democracy and as a 
regulator of capitalism. What is witnessed is the nation state works in different ways in this 
globalising world. Delanty (2009) then views citizenships as multi-levelled, by which citizens 
are conceived of as flexible subjects at local, national, and global levels. In the 
global/cosmopolitan theorisations, the trilogy is not an uncommon metaphor of space.  
 
Regarding globalisation as a system of reasoning, Popkewitz (2009) argues, curriculum 
tends to be arranged in a chronology of distancing. In the name of expanding students’ 
horizons, contents are sequenced from the family, the community, the state, the nation, to 
the globe/international. This organisation of curriculum is governed by a child’s 
psychological development that incorporates cosmopolitan implications. In Banks’ (2006), 
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Nussbaum’s (1996) and Tu’s (2004) examples, we see their imaging of the layered 
compositions in global communities. And their levelled cultural identifications are illustrated 
as concentric circles with the inner rims stand for immediate communities and the outer 
rims representing the global community. The following paragraphs discuss these three 
concentric circular conceptions respectively. 
 
First is Banks’ (2012) multicultural continuum. Banks (2012) creates six ideal types of 
cultural identity which together form a developmental continuum: cultural psychological 
captivity, cultural encapsulation, cultural identity clarification, biculturalism, multiculturalism 
and reflective nationalism, and globalism and global competency. The emphasis in the first 
three stages is the development of self-acceptance, which means individuals get rid of 
negative stereotypes of their own groups. And their attitudes towards their own culture and 
cultural identities are further confirmed and clarified. The acceptance of one’s own culture 
is seen as a prerequisite to accepting and valuing other cultural groups.  
 
In the fourth stage, individuals enjoy living in their own culture and at the same time 
participating in another culture groups. Here Banks (2012) takes the example of Latino 
immigrants. To achieve better social and economic positions in US society, Latino 
immigrants learn to function in the Anglo-American culture in work, and enjoy their own 
Latino culture in their private lives. In the stage of multiculturalism and reflective nationalism, 
individuals ‘have a commitment to their cultural group, an empathy and concern for other 
cultural groups, and a strong but reflective commitment and allegiance to the nation-state 
and its idealized values’ (p. 527). The last stage of globalism and global competency 
extends the clarification, reflection and positive attitudes to cultures outside one’s nation. 
Banks (2012) emphasises that these stages should not been seen as strictly sequential or 
linear, and that it is also possible for individuals to never experience particular stages or 
experience them in an upward, downward, or zigzag pattern. 
 
These stages are compatible with Banks’ (2006) work on multicultural citizenship education, 
where he provides an image of concentric circles from the cultural identification (the inner 
circle), the national identification (the medium circle), to the global identification (the outer 
circle). Considering the levelled cultural identities from “cultural psychological captivity” to 
“globalism and global competency”, we can assume that the former four identity stages 
deal with the construction of cultural identity, the fifth stage consists of the national 
identification and the sixth the global/cosmopolitan identification. In this concentric circular 
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conception, cultural self-acceptance and social integration in a multicultural society receive 
the most emphasis and occupy the larger part in the imagination of communities. It implies 
that it is other cultural groups that exist beyond one’s nation, rather than other multicultural 
nations. Besides, considering migration and diasporic communities, transnational cultural 
identity or diasporic identity has no room in these concentric circles. 
 
The second is Nussbaum’s (1996) view of cosmopolitan education. By thinking oneself as a 
citizen of the world, Nussbaum (1996) contends that it is just a contingency that one is born 
in one place rather than the other. Hence the differences such as nationality, class, and 
ethnic group should not determine our recognition of humanity as a whole. The common 
humanity is put as the fundamental base shared by all human beings and communities. Yet, 
recognising this does not mean giving up one’s local identification. Nussbaum’s (1996) 
concentric circles begin with the self in the centre, followed by the immediate family, the 
extended family, neighbours or local groups, fellow city-dwellers, fellow countrymen, etc. 
The listing can go on based on diversified identities, such as ethnicity, linguistics, history, 
profession, gender and sexuality. And the largest circle will be the whole of humanity. The 
cosmopolitan task for individuals is thus not to abandon local identities, but to try 
recognising all human beings as our “fellow city-dwellers”. 
 
Compared with Banks’ cultural group oriented concentric circles, Nussbaum (1996) 
develops her cosmopolitan concentric circles from the individual and immediate family. 
Individual is the ultimate composite unit of the imagined global community. In this fashion, 
cultural or ethnic group is only one of the possible ways of grouping. However, as Banks’ 
cultural group orientation, Nussbaum’s concentric circles take the universality, compatibility 
and commonality of “the self” for granted, and ignore that, as the “fellow city-dwellers” 
group, the self is ‘provincial in a specific historical sense’ (Bhabha, 1995, p. 6). At the same 
time, it is questionable who are recognised as “fellow city-dwellers”. Are immigrants with 
various statuses or refugees part of this group? We see here a potential danger in 
naturalising the differentiation, essentialising these groupings, and creating homogeneous 
communities. 
 
The third set of concentric circles that relate to this research is the concentric circular 
historical conception (tongxinyuan shiguan, 同心圓史觀), which was developed by Tu 
(2004), an historian who later became the Minister of Education in 2004-2008 in Taiwan. 
He argued what geographically surrounds students should be taught first and in most detail, 
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and the more peripheral knowledge should be taught later and granted less significance. 
He suggests, from the inner to the outer circle, putting the local history in the centre, 
arranging Taiwanese history in the second circle, and the Chinese history as the third. The 
fourth circle is Asian history, which is followed by the fifth circle of world history. Similar to 
Popkewitz’s (2009) chronology, C.-s. Tu (2004) argues that the curricular emphases from 
primary education to secondary education, though not exclusively, should be from the inner 
circle to the outer ones.  
 
As mentioned in the previous chapter, after WWII, Taiwanese education was predominantly 
oriented towards Chinese education, which focused on the knowledge of China (exclusively 
the Mainland) and marginalised knowledge that was produced specifically in the locale and 
in Taiwan. Tu’s (2004) subjectification of the locale and Taiwanese identity is accused of 
de-Sinicisation in education that attempts to pursue Taiwan independence and to eliminate 
the cultural influences from China (L. Li, 2008; M. Liu & Hung, 2010). However, Tu refutes 
the accusation and contends that the concentric circles he created are more a historical 
conception of a separate China rather than that of an independent Taiwan (Han, 2016).20 
As a place consists of numerous differences, every locale should be treated as a centre for 
identification. For C.-s. Tu (2004), the Sinocentric worldview failed because of its ignorance 
of the multicultural facets within Chinese nationalism, the Chauvinism of Han civilisation, as 
well as of local characteristics of Taiwan. Therefore, he suggests putting the knowledge of 
China back into its position in Asia and in the world and establishing new historical 
perspectives. This new historical perspectives can thus ‘broaden the worldview of students 
and form profound historical viewpoints’ and build students’ international competitiveness 
(C.-s. Tu, 2004, p. 72). A multiculturalist rhetoric is used here for deconstructing 
Sinocentrism, or, the Chinese identity. In this concentricity, different from the other two sets, 
there is a supra-national cultural identification, the Chinese identification, put between the 
national (Taiwanese) and the regional (Asian) ones. However, it is still questionable what 
the knowledge of China or Chinese culture is, and how it is represented in the imagination 
of the global community. 
 
                                               
20 It is interesting to note here, from the perspective of the Anti-Secession Law of the PRC that was issued in 2005 and 
legitimates the PRC government to use “non-peaceful means” against Taiwanese independence, this distinction makes 
no differences. The independence of Taiwan means the secession of China, and vice versa. Since among the 
independent movements such as those in East Turkestan, Hong Kong, Tibet, and Inner Mongolia, Taiwan is the only 
subject mentioned in this “anti-secession” legislation. 
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We can see here the three concentricities respectively reflect important intellectual 
resources of curriculum: multiculturalism, cosmopolitanism, and nationalism. They 
represent three ways of imagining a global community in education. In this research, the 
imaginations of global community and their construction are utilised as the theoretical lens 
to analyse the education approaches of the IB and Taiwan’s internationalisation of 
schooling. 
3.3 A deparochial research imagination 
To avoid doing anything with “isms”, I chose to do historical research for my master’s thesis. 
At that time, as far as I was concerned, educational studies (at least in Taiwan’s context) 
too often exaggerated and overly interpreted the contribution of particular “isms” to 
education, as well as served as a data mine for testing the applicability or universality of 
particular “western” (can be read as US, UK, France or Germany according to places from 
which the researcher received his/her PhD) social theories by “cultural compradors”. And 
historical research seemed to me a way to escape from the theories and to comprehend 
education from its own aspect and empirically.  
 
However, after starting to write the thesis for my master’s degree, I realised that theories 
are actually an inevitable way to make sense of the world. In educational studies, the 
explicit stated theoretical framework is only one of the representations of the 
preconstructions that underlie research. As Bourdieu (1992) reminds us, data has 
sometimes been mistaken for the concrete objects per se, rather than products of 
theoretical abstraction as it actually is. Besides data collection, analysis and discussion, 
theories in fact underpinned my research questions from the beginning, and have more or 
less impacted my construction of these questions, no matter whether I was aware of them 
or not. The research is simultaneously empirical as well as theoretical (Wacquant, 1992). 
This impossibility of separating research from theory pushed me to seriously consider not 
only its applicability to educational studies with its empirical orientation but also, especially, 
the potential coloniality and postcolonial implications in contemporary hybridised 
modernisation.  
 
I found that it is now almost impossible to clearly demarcate the East and the West in terms 
of the origins of particular theorisations.21 The oriental is a representation of the occidental 
                                               
21 Fuming Jia (1926-2008) can be taken here as an illustrative example. She had been a school teacher in the Mainland 
and had studied education in Beijing Normal University. She came to Taiwan in 1949 and had her Master degree in 
National Taiwan Normal University, and then was awarded a PhD in psychology from University of California, Los 
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imagination of the other (Said, 1978/2003). The East/West binary is a particular cultural 
imagination drawn from the colonial relationship, by which even the “appeared to be neutral” 
academic terrain is affected (K.-H. Chen, 2010). K.-H. Chen (2010) suggests we put our 
knowledge of colonialism and imperialism back into the understanding of contemporary 
globalisation. 
 The northerness of globalisation knowledge and strong internationalisation 
Connell (2007) argues that mainstream social theories, with few exceptions, make claims of 
universality from a metropolitan perspective, even those dealing with globalisation and 
seeing ‘the world-as-a-whole as their object of knowledge’ (p. 50). Three major approaches 
are indicated in theorising global society: the spread of modernity, the condition of 
postmodernity, and the constitutive dynamics of global society. Viewing the global society 
as ‘a system without a boundary’ (p. 55), the first approach projects the previous study of 
transition to modernity done in metropolitan societies to the global scale. This account of 
globalisation as the spreading of global culture is, Connell (2007) contends, similar to the 
ideology of neoliberalism. Although it does not exclude participations from non-metropolitan 
societies, this approach ‘usually see(s) the uptake as voluntary, attributing agency to the 
many “eager participants in the formation of universalised global culture”’ (Connell, 2007, p. 
54). In the realm of education, the argument of global education isomorphism can be taken 
here as an example (Meyer, Kamens, & Benavot, 1992; Meyer, Ramirez, et al., 1992). This 
“Common World Educational Culture” approach proposes the development of national 
educational systems and curricular categories to be explained by universal models rather 
than by individual national factors (Dale, 2000).  
 
Contrary to this viewing of globalisation as generalised modernity, the second approach 
looks at the diversity of each society, yet, again, with theoretical lens that had been used to 
capture the social diversity in the metropolitan societies. In this second approach, an 
alternative account of globalisation and heterogeneity is proffered. However, the theories 
used for supporting such observations are those already developed in the metropole. The 
social scientific assumption of a homology of society/nation/state, which has now been 
                                                                                                                                                            
Angeles. As a very well-known educationalist, Jia is arguably the first in modern Chinese educational research 
community who tried to construct education as a distinct academic discipline and to establish her own educational 
knowledge system (cf. S.-K. Yang, 2009). Tsai and I (2014) found her approach to philosophically explore the “essence 
of education” to be a product of hybridity or creolisation, in which both Chinese and western (mainly Anglo-American) 
theorisations and methodologies are utilised. And also it is an inquiry about the common bases or essences of 
education as a whole, rather than that of Chinese or eastern education. Such an attempt implies that the construction 
of common base for education, if there is one, consists of not only western but also Chinese resources. Interestingly, 
this latter characteristic of her work coincides with the claim of “strong internationalisation” argued by Appadurai 
(2001), which will be discussed in the following section. 
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designated as “methodological nationalism” today, can be taken here as an example. In 
spite of acknowledging differences among human societies, “nation state” is used as a 
conceptual container in social sciences as well as assuming nation/state/society as the 
natural social and political form of the modern world (Wimmer & Glick-Schiller, 2002). Yet, it 
has been convincingly argued that methodological nationalism should not be taken as 
self-evident but derived from the history of social science in the metropoles (Wimmer & 
Glick-Schiller, 2002). Such a homology has been critiqued for limiting research 
imaginations of globalisation (Beck, 2012; Beck & Grande, 2010; Fraser, 2013).  
 
The third approach in Connell’s (2007) categorisation is the critique of capitalism in the 
global society. Based on the Marxist concept, such as exploitation and accumulation, this 
approach analyses the flows of various capitals in the global scale. The theoretical tools 
conducted in uncovering the transnational dynamics in global society are, similarly, a 
metropolitan product. To this point we see how these approaches to social analysis ‘leap 
straight to the level of the global’ (p.55) from their previous observations in metropolitan 
societies (Connell, 2007). Rather than inventing new theoretical perspectives, social 
scientists “scale up” the existing conceptual tools, except for those deals with worldwide 
domination itself, in analysing the globe. The expected recipient of the globalisation texts is, 
by and large, metropolitan audiences. And it is an image created in the rhetoric that ‘we are 
all in the same boat, no matter where our bodies are located’ (Connell, 2007, p. 61).  
 
The global society is thus mainly analysed through three metropolitan projections: 
modernity, postmodernity and socioeconomic dynamics. Few references from 
non-metropolitan societies are cited. ‘Data from the periphery are framed by concepts, 
debates and research strategies from the metropole’ (Connell, 2007, p. 64). The periphery 
is treated as data mine for testing social theories created in the metropole. This resembles 
Appadurai’s (2001) notion of “weak internationalisation”. Weak internationalisation denotes 
that “taken for granteds” in research remain presupposed and unquestioned, and what we 
(the “northern” researchers) do is simply ‘to look around for those who wish to join us’ (p. 
14). This is arguably an academic version of the global culture argumentation. 
 
Appadurai (2001) thus argues for “strong internationalisation” in the research imagination in 
globalisation, which imagines and invites conversation with research and researchers from 
other Global South societies and inquiring traditions. Appadurai’s position here is that we 
should recognise the inadequacy of understanding globalisation only through metropolitan 
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lenses, and accept that theories can be developed in the Global South as well. To seriously 
consider globalisation in terms of academic knowledge is not only about producing 
knowledge of globalisation, but also to recognise the globalisation of knowledge. Mignolo 
(2000) also contends that, a universal and cosmopolitan project which appropriately 
accommodates diversity should be one that ‘everyone participates instead of “being 
participated”’ (p. 744). Hence, traditional categorisations need to be challenged, such as 
regions and areas, since they are not culturally neutral. Different regions can picture the 
world differently and have different impacts upon globalisation (Appadurai, 2001). ‘Thus the 
world may consist of regions (seen processually), but regions also imagine their own worlds’ 
(Appadurai, 2001, p. 13). Studying globalisation with consciousness of potential 
Americanisation and neo-colonialism thus involves destabilising those “taken-for-granteds” 
in academic inquiries (Lingard, 2007). This is necessary so different worldviews and 
perspectives can enter academic horizons and join the international conversation of 
researchers.  
 Imagining globalisation from Taiwan 
Despite not necessarily being named as a postcolonial perspective, the discussion of 
westernisation of knowledge production is not an unfamiliar theme in Taiwanese society. 
Dan (1995) observes there is a trilogy of westernisation that caused the alienation between 
education research and practice and the ineffectiveness of academic work. The trilogy 
describes the phenomenon embedded in the development and the characteristic of 
education research in Taiwan. Taiwanese education researchers do research for resolving 
problems not happening in Taiwan but elsewhere. The first move is to define research 
themes according to western literature and theories, and the second step is to introduce or 
“import” the resolutions and applications into Taiwan. And then such knowledge borrowing 
is followed by the third part of the trilogy, to survey or interview related groups of people for 
building up linkages with the society. However, how this third attempt, to make exotic 
theories touch the ground, as it were, can be achieved is highly questionable (Dan, 1995). 
To regard “education” as a distinct research field is itself exotic for a non-western research 
community.22 The “import” of knowledge in education research is nearly taken for granted 
and naturalised from the beginning of the research field. 
  
                                               
22 From his historical analysis on the development of education research in ROC, Y.-W. Chou (2014) indicates, instead 
of establishing the research area and its sub-areas upon abundant related findings, the establishment of education as 
an academic field in higher education is firstly to have the names of the course (according to curricula implemented in 
the west) and then recruiting academics and cumulating relevant findings. In other words, the development of 
education research in Taiwan depends on knowledge borrowed from the West. 
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Theoretical and methodological reflections upon westernisation proffered by Dan’s (1995) 
observation here are not rare in the social sciences in Taiwan and elsewhere. On the one 
hand, there has been an “indigenisation” (bentuhua, 本土化) agenda attracting and 
supported by Taiwanese education researchers since the 1980s (Y.-W. Chou, 2014). The 
indigenisation of research is based on a duality of the West and the East/Chinese. To be 
indigenised is in relation to reviving the traditional Chinese thoughts and classics and 
reinforcing their roles in social science research. The indigenisation movement in social 
sciences means “Sinicisation” against the West in this vein. On the other hand, a recent 
development is to reflect the problem of academic colonisation/neo-colonisation from a 
more postcolonial perspective (R.-L. Chen, 2016; Shih, 2016). This latter approach 
opposes the binary of the West/the Chinese and utilises the historicising of multiple colonial 
experiences of the island. In this research, I take up the latter theoretical stance to analyse 
international education for participating in the globalisation of knowledge (Appadurai, 2001). 
In the following paragraphs, I will discuss the first approach and then its critique, which 
leads us to consider the second approach. 
 
G. Wang (2014) distinguishes two different generations of indigenisation in social science 
research in Taiwan. She notices the earlier discussion about indigenised research, the first 
generation, limits itself in the indigenisation of the research processes, such as the 
selection of research themes, the perspectives of data collection and analysis, and 
including local citations. And the emphasis is that the theories should be developed for 
reflecting specific cultural and social contexts. In this cultural-specific/emic approach, 
particular cultural and social characteristics, especially those specific to the generalised 
western culture, are put at the centre. G. Wang (2014) then suggests the second 
generation of indigenisation. That is, the cultural-general/etic approach, which puts the 
emphasis on discovering the common grounds among different cultures. If the first 
generation sees western knowledge as academic hegemony, this latter generation regards 
it as one of the many locales and theoretical approaches. So the West is part of the 
specificities. This position is similar to the provincialisation of Europe argument 
(Chakrabarty, 2000). Chakrabarty (2000) discusses the inadequacy in analysing South 
Asia with a European conceptualisation of modernity, such as citizenship, civil society, 
public sphere, scientific rationality, human rights and so on. European knowledge is not as 
universal as it is used to be regarded, but just another provincialism derived from particular 
cultures. However, he also argues that these European conceptions, though provincial in 
their origin, have already been interwoven in the development of non-European societies. 
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Hence, Wang’s second generation of indigenisation aims at ‘stepping on locale and facing 
the globe’ (lizu bentu, mianxiang quanqiu, 立足本土、面向全球) (p.238) through cultural 
commonality, compatibility, and commensurability, so that the Chinese knowledge and 
western knowledge can stay in a conversational relationship. We should note here, in 
Wang’s (2014) analysis of indigenisation, the indigene refers to the generalised Chinese 
people and societies.  
 
In the realm of education research, Y.-W. Chou (2014) also finds researchers calling for 
reflections upon “theoretical borrowing and transplantation” from the West, which positions 
local education research in a peripheral position. And their suggestion is to promote 
Sinicisation of education research, in order to establish the education science that suits the 
needs of the society. In the debate about indigenisation of social science research in 
Taiwan, what we see is the reflection of the domination of western knowledge based upon 
the Chinese cultural, social, and academic identification. 
 
Yet, paradoxically, in these Chinese indigenisation discussions, the Chinese, is 
presupposed as “indigenous”. Chinese/Sinological references/citations are dominantly 
social science studies generated from Taiwan society, and few studies or perspectives from 
other Chinese societies, such as the Mainland, Hong Kong or Macau, are incorporated. In 
other words, such an approach of indigenisation, be it in first or second generation, should 
be problematized in terms of representation. They are neither indigenous enough nor 
Chinese enough. 
 
On the one hand, it is not Chinese enough, for Taiwan society being singled out 
exceptionally that represents the whole “Chineseness”. It unhealthily produces a dilemma 
between the traditional (Chinese) and the modern (western) (R.-L. Chen, 2016). Inquiries 
are dichotomised as either the Chinese or the western style. Researchers are thus limited 
to choosing from or struggling with the synthesis of the two. The referential framework, 
which regards the West as the only reference and reflects the colonial relations (K.-H. Chen, 
2010), remains unchanged in such an approach of indigenisation. 
 
On the other hand, the adherence to Chinese cultural identity also restrains the 
multicultural and postcolonial imaginations in Taiwanese society. It is not really indigenous 
for the local knowledge. Local knowledge generated on the island is marginalised 
comparing to the predominant Han-Chinese knowledge in the great West/East dichotomy. 
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Such a research approach suffers from mutating non-Chinese perspectives, such as those 
of indigenous peoples and Southeast Asian immigrants in the society. At the same time, 
that Taiwan society is situated at the “interface and periphery of multiple empires” (R.-r. Wu, 
2016) and the multiple modernities embodied in the process are also underestimated. The 
power relationships between coloniser and the colony are thus simplified and restrain the 
potential decolonisation. Inspired by Veracini’s (2010) study, Shih (2016) refers such 
decolonising struggles to the “settler colonialism”23 of Han-Chinese in Taiwan. Shih (2016) 
argues that, it is thus logical for Han-Chinese to always look for something “outside” and 
holds on to either Sinicisation (the Chinese culture) or Americanisation (the western 
culture); that enables the Han-Chinese to escape from the accusation of being the settler 
coloniser.  
 
Taking up the historicising of Taiwanese coloniality becomes a strategy in this research for 
conversing with the northerness of theory. And it at least indicates the rejection of binary 
view between cultures and a homogenised and essentialised account of one’s own culture. 
The dichotomy of the western/ the Chinese or Americanisation/ Sinicisation overlooks the 
specificities and complicity of culture. And together with constructing and imagining a 
homogeneous cultural group, it may reinforce the cultural colonisation against minorities.  
 Comparison from a postcolonial perspective 
Echoing K. –H. Chen’s (2010) call for putting the relationship of coloniser and the colonised 
back into our knowledge of globalisation, there are emerging reflections upon the coloniality 
in the field of comparative education. Sobe (2017) through examining Marc-Antoine Jullien 
de Paris’ work, one of the founding figures of the field, reflects and argues the colonial 
differences underpinning the relationships between the researcher and the researched. 
The travelling European researcher gazes at the observing and detached locales from a 
privileged outside viewpoint. Jullien’s comparative education project reflects what Mignolo 
(2012) calls colonial differences, the logic of naming and categorisation out of colonial 
power. At the same time, from scrutiny of the work by Isaac L. Kandel, Takayama, 
Sriprakash, and Connell (2017) unveil the entanglements of modernity and coloniality in 
knowledge production in the field of comparative education. Takayama et al. (2017) 
contend that part of development of comparative education is inextricably linked to Cold 
War geopolitics. The uneven power relationships, such as between the researcher and the 
                                               
23 Han-Chinese people acts as the settler, are the majority of population, seek to be independent from the suzerain, 
and intent on the genocide of the indigenous people. And there are two other similarities, including that settler 
colonialism coexists with general colonialism, and the triangular relationship among the indigenous people, the settler 
coloniser, and the suzerain (Shih, 2016). 
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researched and between the home countries of the researcher and the targeted countries, 
are embedded in the constitution of differences that building up comparative knowledge.  
 
To this point, we can see that although presupposing a theoretical stance of cultural 
relativism, comparative education research was more or less involves in a view of diffusion 
of West modernity and the spread of world culture. A postcolonial perspective is thus 
needed in comparative research for preventing epistemic injustice (Frank, 2013). The 
comparison of the two cases in this research—the international education of the IB and the 
internationalisation of Taiwanese schooling—necessitates and benefits from a postcolonial 
theoretical perspective in terms of the hybridised characteristic of culture and decolonising 
the knowledge of globalisation.  
 
On the one hand, the hybridised characteristic of culture and the making of cultural 
differences should be considered. The comparison between international education of the 
IB and Taiwan can easily fall into the comparison of the West and the East without the 
recognition of hybridity of cultures, because of their respective backgrounds in the western 
and eastern societies. Yet, we see the deficiency of such a binary as demonstrated in the 
argumentation of the previous section of this chapter. Sakai’s (1997) notion of cultural 
difference can be taken here to capture the hybridity of cultures. His argument starts from 
considering the relationship of the student of the course Asian Studies and the object of his 
or her study. The relationship is never apolitical and there is no objective observation 
without observer’s participation. ‘(T)he object does not exist out there of and by itself, and 
that, even if it is merely to be described, of necessity it demands a certain participation on 
the part of the observer’ (Sakai, 1997, p. 118). One could never observe cultural difference 
in a social vacuum. The description of cultural difference per se is involved in the 
production of cultural difference. In other words, there is a correlation between the observer 
and the observed. The observer of cultural difference is not a pure recipient, but also a 
participant. The perception and description of cultural differences between the West and 
East are hybridised and correlated processes. Such a positionality of comparative research 
is further elaborated in Chapter four.   
 
On the other hand, the juxtaposition of the IB and Taiwan also reminds us of the distinction 
of the metropolitan and the former colony, as the IB originates from European metropoles 
and Taiwan has experienced multiple colonialisms and is, as discussed in Chapter two, 
continually involved in the construction of national identity. In other words, the comparison 
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consists of the modes of international education developed by the former imperial societies, 
as well as by a former colonised society. The designation of “post” here is rather a reflection 
of the power relationship and its implication in the globalising world. A postcolonial 
perspective would benefit our understanding of the comparative education (Takayama et 
al., 2017) and our knowledge of globalisation (K.-H. Chen, 2010). As the world-culture 
oriented comparative research can be a disguised neo-imperialism which derives from an 
unreflective globalisation. Hence, there is a need to proceed with decolonisation 
accompanied by deimperialisation. A reconsideration of comparison as a research 
approach in comparing the two cases thus becomes necessary. The following Chapter four 
elaborates such reconsideration. 
3.4 Conclusion 
This chapter has discussed the theoretical frames and stance of this research in analysing 
international education. The theorisation of imagining global communities includes the 
social imaginary of a common community. Education plays an important role in the 
imagination of community, since it not only enables some elites to learn from other 
communities, but also it creates simultaneity among the literate masses. The sense of 
horizontal and non-mediated society also helps the development of an imagination of the 
community of humankind. Such a horizontal and non-mediated sense is arguably 
intensified by the rapid advancement of technology. In addition to the imagination of the 
global community as a whole, we can also find imaginations about the structures and 
components of such a community. From the perspective of multiculturalism, which 
functions in relation to both differentiation and integration within societies, Banks’ (2006) 
concentric circles emphasise the continuum of identification from cultural groups, nation 
states, to the global world. Nussbaum’s (1996) concentric circles try to strike a sound 
balance between patriotism and cosmopolitanism. Additionally, Tu’s (2004) 
conceptualisation of concentric circles, influenced by the historical and geographical 
relationships between Taiwan and China, is an attempt at constructing Taiwanese 
subjectivity through specific reference to both local and global elements. 
 
This research also tries to incorporate a postcolonial theoretical perspective into 
comparative education and the study of international education, with a specific 
contextualisation of Taiwanese reflections upon postcolonialism in social sciences. 
Connell’s (2007) analysis of the northerness of globalisation theories, which simply expand 
the scale of application from particular metropolitan societies to the whole world, enables a 
reconsideration of the applicability of northern theorisations in analysing globalisation. To 
 
 
70 
frame a postcolonial perspective from the specificities of Taiwan society, I have traced in 
this chapter the development of indigenisation movements and compared them with a 
recent pursuit of research subjectivity in social sciences in Taiwan. This leads inexorably to 
a rejection of binary view between other cultures and one’s own homogenised culture, 
which is further elaborated in the discussion of comparative methodology in Chapter four. 
This move aligns with Appadurai’s (2001) call for strong internationalisation in research and 
theorising today. This chapter has also analysed how such a postcolonial perspective is 
utilised in the comparison between the international education of the IB and of Taiwanese 
schooling, which is the focus of this doctoral research. 
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4 Methodology 
4.1 Introduction 
The two cases selected for this research represent the two modes of internationalisation of 
education in responding to the globalisation. One is the internationalisation of Taiwanese 
schooling, and the other is the international education of the IB. A comparison between the 
two cases, as one of our critical cognitive abilities, enables us to expand our understanding 
and knowledge of international education. There are several distinct differences between 
the two cases that one can tell before investigation, such as the nature of student 
populations, the institutions, the cultural contexts, the size and distribution, etc. However, 
comparison of this kind should go further than labelling these differences. The two sections 
of this chapter discuss an appropriate methodology and the cognate and complementary 
research method for doing such a comparison.  
 
The first section, subsequent to the theorisation of this research discussed in Chapter three, 
illustrates an approach of comparison that considers researcher’s positionality and works 
similar to the process of translation. Considering doing research in the globalising world, 
Lingard (2009) refers to four positionalities of researcher: the social position, the theoretical 
and political stances, the geographical location of the researcher and the researched, and 
the national positioning of the researcher. Along with these four positionalities, the 
researcher who takes comparative approach needs to be aware of his/her positionality in 
doing comparison. It includes acknowledging that there is no neutral and transcendent 
stance among things being compared for the researcher. Such an awareness of 
positionality makes us reconsider several concepts commonly used in comparison, such as 
the neutrality of categorisation and the production of differences and sameness accordingly. 
From this reflection, it is argued that the process of comparison between/among entities 
being compared, in a way, tends to work similar to the process of translation that seeks 
mutual intelligibility between/among different languages.  
 
With the acknowledgement of the complication of comparison, the second section of this 
chapter is about the research design for investigating international education by comparing 
the two cases. The authoritative documents and theses from both the IB and Taiwan were 
collected, selected and interpreted in intertextual relationships, which looks at the 
connections, correspondences, and relevance among different texts. The thesis texts were 
incorporated into respective corpuses of the IB and Taiwanese case. And the frequent 
wordlists were constructed for identifying critical concepts used in respective corpuses. The 
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corpuses were analysed with the ideas of collocation and concordance, through which the 
connotations of particular concepts are discovered from their textual circumstances and 
their association with other concepts in the texts. The last part of this section explains the 
protocol of reference and translation of data in this research. 
4.2 Theorising comparison 
One of the common features of cosmopolitan thought is to regard individuals as citizens of 
the world and address the relationships among them. Since this is a way to define and 
construct relationships among people, it seems convincing to see cosmopolitanism as 
inherently a kind of comparison (Zhang, 2013). It is through comparison that one relates to 
other people and then imagines coexistence with them. At the same time, oppressive 
relationships between the empire and the colony, under particular contexts, may also be 
described as “cosmopolitan”, for colonial discourses insist the universality of particular (and 
provincial) values (Connell, 2007). Comparison can be relational, cosmopolitan, and 
universalistic. The universalistic components are embedded in some cross-cultural 
comparisons that correspond to relationships in colonial history. 
 
This section of the chapter reconsiders the relationship between comparison, 
cosmopolitanism, and universalism. It is not my purpose here, however, to polarise 
particular perspectives of cosmopolitanism and universalism. But rather, the focus is on 
problematizing the presupposition of the researcher’s transcendent position and the 
homogeneous unity of the self in comparison. This stance suggests the usefulness of 
regarding comparison as translation, as both comparison and translation involve 
assimilation and differentiation simultaneously. 
4.2.1 Comparison, cosmopolitanism, and universalism 
Connell (2007) refers to universalism as a colonial theoretical project in the social sciences. 
Despite northern theorists’ claim that they are producing knowledge of the whole world, 
what they actually achieve is to cast rules derived from observations and experiences in the 
various metropoles of the Global Norths onto the rest of the world. In other words, theories 
of the metropolitan societies are seen as compatible with or even the same as theories of 
the globe. Non-metropolitan studies in comparative research are thus marginalised and 
regarded as simply data mines for testing or proving (Northern) theories, rather than 
acknowledgement of non-metropolitan researchers as co-participants in knowledge 
production (Appadurai, 2001). Reflecting the history of comparative education as an 
academic discipline, especially the legacy of Issac L. Kandel, one of the founding figures of 
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the field, there is also a similar construction of northern theories (Takayama et al., 2017). 
Kandel’s cultural relativist epistemology is accompanied by a colonial logic of difference, 
which sees diverse cultures, civilizations, and races in an hierarchical account. With a 
hierarchy of cultures in mind, Kandel calls for an adaptation and modification of theories, 
practices, and policies from colonising countries in order to fit the needs of people who are 
living “under primitive conditions”, and he expects that such a practice will enable native 
cultures to be “reshaped to meet modern conditions” (Takayama et al., 2017). In the early 
twentieth-century, with a civilisation theoretical framework, comparative education research 
believed that ‘less civilized countries should emulate more civilized ones, without repeating 
their mistakes; conversely, less civilized counties provided a laboratory where more 
civilized countries could learn from this experimentation’ (Cardoso & Steiner-Khamsi, 2017, 
p. 402). 
 
Popkewitz (2010) also argues that modern comparative principles are situated in relation to 
specific characteristics of a cosmopolitan vision, which derives from the European and 
North American Enlightenment. The theorisation of cosmopolitanism is connected to ‘the 
Enlightenment’s hope of the world citizen whose commitments transcended provincial and 
local concerns with universal (but historical, particular) values about humanity’ (Popkewitz, 
2010, p. 18). Along with the belief in progress based on the use of reason and science, this 
cosmopolitanism of the Enlightenment is embodied in the comparisons, which distinguish 
and compare the characteristics between ‘people who possessed a generalized and 
universalized quality of “humanity”’ against ‘those differentiated and placed in spaces 
outside of its normalcy’ (p. 18). Cosmopolitanism here contains an attempt at universalism, 
and through which, it seems, that a comparative research approach with colonial 
characteristics is composed.  
4.2.2 Comparison with awareness of researcher positionality 
Such a comparison with colonial characteristic is problematic in relation to its unilateral 
characteristics and the separate relationship between researcher and the researched. On 
the one hand, universalism reified in comparison would be unilateral in character. In 
unilateral comparisons (Stengers, 2011), a set of criteria is universally imposed to the 
compared parties as a sieve or filter which encompasses our understanding throughout the 
comparing process—the process of standardisation (Cardoso & Steiner-Khamsi, 2017). At 
the same time, the set of criteria is presumed to be neutral and unaffected by any particular 
cultures. On the other hand, we should also note here that, the assumption of neutral 
criteria is constructed based on the separation between the researcher and the researched. 
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That is, the comparative researcher acts as the knowledgeable and objective outsider, who 
does comparison without cultural prejudice that the insider has (McNess, Arthur, & 
Crossley, 2016). The following paragraphs elaborate how the two assumptions—the 
unilateral characteristics and the separateness of researcher and the researched—may 
work together in comparative research. 
 
Assumed as the objective observer, the researcher is assigned a transcendent position 
among the compared parties in setting up common criteria for comparison, and is also 
expected to act impartially and neutrally among different parties when comparing and 
contrasting. The researcher observes the entities being compared with the distanced and 
detached “traveller’s gaze” or the “imperial eye” (Sobe, 2017). We can see here a particular 
kind of simplified universalism that is embedded in the presupposition of a transcendental 
standpoint unaffected by cultural and social specificities. Such universalism works 
unconsciously in comparison as the northern theories of globalisation (Connell, 2007) and 
the western coloniality (Mignolo, 2012). That is, taking theories or perspectives which were 
generalised in the metropoles (in the case here, in the researcher’s culture/society) as 
commonly shared across different cultures/societies and are thus free from any 
cultural/societal bounds.  
 
However, it is important to recognise that, in taking a transcendent position in comparison, 
there are risks of not only an unreflective attitude toward research, a stance of 
epistemological innocence as Bourdieu (1999) would describe it, but the “denaturing” of 
things that are out of and beyond the researcher’s cultures (Jullien, 2012b). As we 
recognise that the criteria being used in unilateral comparison are a set of coherent and 
cultural-driven categories, we should also admit that they can be exotic and exterior to 
other cultures. When imposing a set of common criteria to all things being compared, it is 
as if they go through a sieve-like process, and the compatible and incompatible (to the 
criteria) features are differentiated and identified as similarities and differences. 
Constructing similarities and differences with a common set of criteria results in making one 
‘stray(s) both from its particular developmental logic and from its inner coherence or, 
ultimately, its meaning’ when comprehending the results from comparison (Jullien, 2013, p. 
488). In other words, under this approach to comparison, differences are flattened, they are 
not respected as qualitative differences, but rather simplified as ‘unequal amounts of a 
single quality’ (Marginson & Mollis, 2001, p. 587). An alternative way to perceive 
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sameness/differences and the construction of them in comparisons, while at the same time 
recognising the positionality of the researcher, must be acknowledged.  
 
In regards to doing policy analysis in the globalising world, Lingard (2009) talks about four 
meanings of positionality that need to take into account: the social position of the 
researcher, the theoretical and political stances, the spatial location of the researcher and 
the researched, and the national location of the researcher. The first refers to the social 
positioning of the researcher, such as academics, students, and policy makers. Different 
positioning of the researcher can create different relationships in the research process. 
Theoretical and political stances of the researcher encompass the policy study in terms of 
framing the topic and research questions and the decision on methodology and theory. The 
third meaning of positionality considers the geographical and geopolitical location of the 
researcher and the researched. Studying policies emerging from different nations or 
transnational organisations can be very different. The national positioning of the researcher 
is then taking account of the mediation of nation or transnational agencies. The four 
aspects of positionality show how we can “position” or “locate” the researcher. 
 
In addition to these four positionalities, there should be another positional consideration in 
comparative approach. That is, the recognition of intercultural positionality and the rejection 
of the neutral position and omniscient horizon of the researcher. There is neither a common 
set of criteria being neutral to all cultures, nor can the researcher stand beyond things 
compared and act unaffectedly by any of them. Rather, knowledge is rationalised by 
locating, positioning, and situating (Haraway, 1991). The emphasis of positionality ensures 
concepts avoid essentialist and relativist definitions (Alcoff, 1988). On the one hand, the 
focus of positionality, as it is claimed in feminism (Alcoff, 1988; Haraway, 1991), makes us 
recognise our limited, situated, and mediated knowledge constructed in intercultural 
comparison.  
 
On the other hand, cognising one’s positionality in comparative research requires the 
researcher to be aware of the taken-for-granted categorisation(s) being used in their culture 
and prepares the researcher to consciously enter the other culture, which constitutes the 
de-categorisation and the re-categorisation (Jullien, 2014). Jullien (2013) suggests 
replacing “difference” with “separation” in intercultural comparisons because of the plural 
and dynamic characteristics of cultures. The “separations” and “distances” exist both intra 
and inter cultures (Jullien, 2013). While there are differences among cultures, there are 
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also variations inside each culture. When making transcultural comparison, the researcher 
places him/herself and shifts in the “distances” between cultures, which were opened up 
through comparing (Jullien, 2013). Starting from the researcher’s own culture, he/she 
probes the other culture and reveals “other possible modes of coherence (other 
intelligibilities)” (Jullien, 2012a). And in this process of dialogue, the incompatible elements 
in the other would make ourselves reconsider our own culture. In other words, this is a way 
of utilising the incoherent found in the process of comparison and discovering variations in 
the original one. And, through this “detour” or “retour” of comparison, the researcher can 
then de-categorise and ask questions that otherwise would not appear on the horizon and 
be aware of what was not expected/perceived without identifying the essences in each 
parties being compared.  
 
In this vein, comparison is not only designed to identify differences between the own culture 
and the other culture, but to “make” differences in-between. Nor is the researcher an 
absolute objective outsider, but rather, a participant to presence and involve in the 
production of sameness/differences. In such a process of making differences, various 
positionalities (the social position, the theoretical and political stances, the spatial location, 
and the national location) of the researcher would thus involve in the comparative research. 
In other words, the process of comparison can be regarded as the destabilisation of the self 
and the other (Hoffman, 1999), or, the transformation of subjectivity (Marginson & Mollis, 
2001). It is not to “make others look just like us” nor “making others look so different” from 
us (Hoffman, 1999). The self as well as the other should be seen as in somewhere between 
total homogeneity and total heterogeneity. Both of the homogenous self and the 
heterogeneous other are put into question in this kind of comparison.  
 
In this research, Taiwanese schooling and the IB were taken as two variations/versions 
from the umbrella concept of international education. Starting from my Taiwanese 
background, two cases were compared not for investigating the essences of international 
education, but how they worked differently but intelligibly. And through the dialogical 
process of comparison, I could rethink and post deeper questions to both cases. As a 
Taiwanese doctoral student studying PhD in an Australian university, as explained in 
Chapter three, I took up a particular postcolonial perspective in the theoretical and 
methodological framing of the thesis. Besides, in terms of geopolitics, the political and 
cultural backgrounds of contemporary Taiwanese society also impact the positionality I 
took in this research; more specifically I mean here the ambiguous status of Taiwan as in a 
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state of liminality, an unstable and disintegrated relationship between society and nation 
state (H.-L. Wang, 2010). 
4.2.3 Comparison as translation 
Unilateral comparison is a monolingual communication (Stengers, 2011), in which common 
criteria are the only language that can be spoken. The researcher is the one who speaks 
the “metalanguage” (Sakai, 1998) and others thus need to be translated into the 
metalanguage, so they can be understood and compared in the same language. However, 
as there is no transcendent position beyond comparing parties, it is also not practical to 
assume there is a metalanguage that can perfectly translate every language without 
reducing any of the subtlest meanings. Contrasting to unilateral comparison or creating a 
metalanguage, an alternative for thinking and doing comparison may be to regard 
comparing as exercising interpretation/translation between/among languages.  
 
Such a view of comparison opens up dialogue creates multilateral translations, in which 
intelligibilities are reached through the linkages as well as ruptures found in the language 
exchanging practice. Translation is a practice of negotiation (Eco, 2003): everyone wants 
everything yet no one can get everything; as the practice of translation, people need to give 
up something in order to get something else, so that everyone might be satisfied at some 
point. We can see comparison as translation from at least two perspectives. On the one 
hand, the process of comparison resembles that of translation. For Jullien (2012a), the 
process of transcultural comparison is to travel back and forth between/among the 
researcher’s own culture and the other culture, so that the intelligibilities of different cultures 
are constructed. This transcultural practice resembles translingual exchange described by 
Spivak (2000). She depicts the process of translation as human infant learning language. It 
is a practice of grabbing ‘an outside indistinguishable from an inside’ and such a grabbing 
then constitutes as the inside; through this ‘going back and forth and coding everything into 
a sign-system’, translation is taking place (Spivak, 2000, p. 13). Comparison, as what 
translation usually does, makes sense of the compared entities through travelling 
in-between cultures of the self and the other. 
 
On the other hand, comparison and translation are similar to each other in terms of the 
production of sameness/differences. While translation provides linkages, it also 
presupposes discontinuities. A well-known classification of translation developed by 
Jakobson (1959) suggests three different categories: intralingual translation, interlingual 
translation, and intersemiotic translation. Intralingual translation means to reword or 
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interpret the original text with the same language, while interlingual translation, or the 
translation proper, features interpretation with a language other than the original one. 
Intersemiotic translation means the transmutation, for example, from a verbal sign system 
to a nonverbal one. However, Sakai (2006) argues this taxonomy presupposes the 
existence of individual language unities and also that there are rigid boundaries between 
different language unities. In contrast, for Sakai (2006), it is more the case that language 
boundaries are often blurred. Sakai (2006) suggests that we consider translation as a 
social action, which co-figurates language unities and allocation of the foreign. Translation 
blurs the boundaries of languages by assimilation and making mutual intelligibilities, and at 
the same time it must also disassimilate and differentiate (Jullien, 2014). Given there is not 
anything unfamiliar in a translated text, we might not regard it as a translation, since that 
suggests there is not something new beyond this language and the “translation” did not 
cross language boundaries. In other words, translation is characterised by discontinuities 
and unfamiliarities. And such disassimilation and differentiation features define and are 
produced in the process of translation. In Ricoeur’s (2004) words, translation is a conduct of 
linguistic hospitality to enable foreign words to be at home. The process of translation at the 
same time “domesticates” the foreign texts, as well as “foreignises” them, that is, signifies 
the difference and unfamiliarity in the foreign texts (Venuti, 2008). Likewise, the significance 
of comparing and contrasting exists in figuring out the subtle similarities and dissimilarities. 
It is unlikely a remarked comparative research would conclude with a result of total 
similarity or total dissimilarity. The demarcating process of translation thus resembles the 
separation and distances in intercultural comparisons à la Jullien. The goal of translation as 
well as comparison is not to figure out the heterogeneities in the other culture/language, 
which is based on the assumption of the homogeneity of own culture/language, but to open 
up dialogue towards intelligibilities between different cultures.   
4.3 Research design24 
Both the IB and Taiwanese international education have been practised for a particular 
period of time (the Taiwanese case has a much shorter history though). As related 
discussions have been continuously coming out, this emerging genre becomes a fruitful 
                                               
24 This research design does not take into account the competition between different curricular providers in Taiwan, 
such as the IB and state provision, because such competition is not a characteristic of the school system in Taiwan. 
There are very limited opportunities for schools in both the public and private sectors to offer IB programs in Taiwan. 
The internationalisation policy in Taiwan is being implemented under the national curriculum, which legislatively 
mandates most public/private schools to follow this curriculum. There are very few international/private schools (26 
in the total number of 3871) that are allowed to adopt different curriculum systems, such as the IB. Besides, student 
recruitment of these international/private schools and the taking of the IB is limited to those who hold a 
nationality/passport other than Taiwanese. 
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resource for investigating and understanding this particular development of education in the 
globalising world. Research done in the different contexts of international education and 
published as theses and dissertations constitute part of this genre. Although the scope, foci 
and research methods vary, most of these studies convey educators’ perception, 
description, and interpretation of the practice of international education.  
 
Due to the amount of data, theses about international education of the IB and Taiwanese 
schooling were respectively established as different corpuses. With the help of computer 
software AntConc (Anthony, 2015), each text was read as a collection of several language 
segments, and the “repetitions” of the use of words were targeted as they reflect how 
particular concepts are constantly constructed in the discourse25. And the repetitively 
occurring patterns drawing from each language segment eventually constitute the 
cumulative effect of discourse (Baker, 2006). These repetitions then indicate the more and 
the less common uses of language on particular concepts and the association of certain 
words, the connotations, which reveal the authors’ conceptualisation of the practices. 
Hence, the textual circumstances of particular words and concepts in the texts, rather than 
the contexts of the theses, are of concern in this research. 
4.3.1 Theses/dissertations as data 
Cambridge (2012) indicates a few different motivations for carrying out research on 
international education. One group is the professional researchers whose studies are 
supported and funded by governments, non-governmental organisations, or curriculum and 
assessment organisations. The institutional agencies are usually motivated to learn the 
practice and outcome of international education. Another group is the researchers that are 
not formally aligned with the funding bodies and may tend to carry out more school-based 
projects. Cambridge (2012) argues that this group of research may be the only group that 
are ‘dispassionate, disinterested observers in the field’ (p. 231) because the outcome of 
research are not at great stake for them. There are some other studies conducted by 
researchers as the output of professional development activities or as the work ‘towards the 
award of a higher degree in education at master or doctoral level’ (Cambridge, 2012, p. 
231). In this latter group, it is usually the case that practising teachers are engaged in. 
Cambridge (2012) assumes that research in this group can be arguably problematic since 
they are ‘written principally with the instrumental aim of fulfilling the requirements for 
                                               
25 This research, working with Fairclough’s (2003) approach, defines discourse as a particular way of representing part 
of the world through language. 
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gaining an advanced qualification’ (p. 231), and such motivation can harm the production of 
reliable propositional knowledge.  
 
However, it should be also noted that, it is less likely that research projects are value-free or 
interest-free regardless what motivates the conduction of research. Apart from the other 
two groups of studies that produced by professional researchers, the latter group of work in 
Cambridge’s (2012) categorisation, the theses/dissertations written for master or doctoral 
degrees, may potentially provide the closest or detailed reflection from the teachers’ or 
practitioners’ interpretation of the phenomena, which makes this group of writing worthwhile 
to be noticed and incorporated into the academic discussion on international education. In 
this enquiry of international education, then, the theses/dissertations data are intendedly 
included and analysed against the policy documents. 
 
In this research, these thesis texts, with the policy documents, constitute discourses of 
international education respectively in the IB and Taiwanese contexts. As with Chuang 
Tzu’s fable “Penumbrae Query Shadow”26 (wangliang wenying, 罔兩問景), in this research, 
two modes of international education were studied through observing the conversations 
between penumbras and shadows and seeing the ways these discourses interacted. In this 
research, they are represented as the intertextuality of policy documents and theses written 
by educators. Instead of asking the authors of these texts about their knowledge of 
international education, I approached their views by observing the common (but perhaps 
unconscious) features and patterns of wording/descriptions. The focus here is on how 
these words were used and “situated” in the language contexts of their textual positioning 
(S. Taylor, 2001). 
 
                                               
26 The Penumbra asked the Shadow, saying, 'Formerly you were walking on, and now you have stopped; formerly you 
were sitting, and now you have risen up - how is it that you are so without stability?' The Shadow replied, 'I wait for 
the movements of something else to do what I do, and that something else on which I wait waits further on another 
to do as it does. My waiting, is it for the scales of a snake, or the wings of a cicada? How should I know why I do one 
thing, or do not do another? (The Adjustment of Controversies, Inner Chapters) 
The penumbrae (once) asked the shadow, saying, 'Formerly you were looking down, and now you are looking up; 
formerly you had your hair tied up, and now it is dishevelled; formerly you were sitting, and now you have risen up; 
formerly you were walking, and now you have stopped: how is all this?' The shadow said, 'Venerable Sirs, how do you 
ask me about such small matters? These things all belong to me, but I do not know how they do so. I am (like) the shell 
of a cicada or the cast-off skin of a snake - like them, and yet not like them. With light and the sun I make my 
appearance; with darkness and the night I fade away. Am not I dependent on the substance from which I am thrown? 
And that substance is itself dependent on something else! When it comes, I come with it; when it goes, I go with it. 
When it comes under the influence of the strong Yang, I come under the same. Since we are both produced by that 
strong Yang, what occasion is there for you to question me?' (Metaphorical Language, Miscellaneous Chapters) 
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In this vein, this research does not attempt to measure and evaluate the “effect” of previous 
studies on international education through synthesising the research results, as what 
quantitative meta-analysis studies usually work. The point of utilising the thesis texts here is 
also not to examine how different modes of international education are enacted or 
implemented in individual cases, for the texts themselves might already be 
de-contextualised to some degrees. Rather, what this research is looking for in the thesis 
data is the penumbrae and shadow; that is, the reconstruction and representation of 
international education within the texts. The discourses of international education were 
analysed through looking at how the language works in the texts, and how particular words 
and concepts are used and interpreted. 
4.3.2 Data collection and sampling 
To observe the ways international education is read and represented, different groups of 
data were collected in this research. They are the authoritative texts and educators’ theses 
selected respectively from Taiwan and the IB contexts. Table 4-1 summarises the data 
collected in this research. In the Taiwanese case, white papers and legislative documents 
were seen as authoritative texts (Group A); degree theses, most of which were case 
studies written by in-service teachers who participated in research degree programs in 
Taiwan, constituted Group B. In the case of IB, two groups of data were collected: the 
official brochures, reports, and curricula guidelines (Group C), and theses (Group D). Under 
this juxtaposition, Group A and Group C contained documents issued by the authorities and 
acted as manifesto in respective institutions. Group B and Group D, standing on the other 
end of the spectrum, reflected the perspectives from people who work in the practice of 
international education. Figure 10-1 shows the diversity of the thesis data from the aspect 
of research methods. Theses conducted case study and survey form the majority. In terms 
of the degrees, most theses in Group B are master theses, while the majority in Group D is 
doctoral theses (see Figure 10-2). 
 
Table 4-1 Data groups 
 
 
Taiwan’s version of 
international education 
 
 The IB’s version of 
international education 
 
Authoritative Texts A 
 
C  
    
Case studies from 
schools 
B 
35 theses 
 
D 
46 theses 
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In the Taiwanese case, Group A consisted of White Papers, Curriculum Guidelines, legal 
documents, policy reports, booklets and directions provided in professional development 
meetings, MoE websites, and publications by relevant senior policy makers. On the other 
hand, we had position papers, lectures, annual reviews, general regulation and rules, 
program standards, other documents produced by the IB, and the books or essays 
published by key people as Group C in the IB side. When referring to the texts in Group A 
or C, the authors and their positions in the institutions would be identified. Undoubtedly, in 
order to set up the circumstances for the study, some of the documents in Group A and C 
took part in the section of literature review as the representation of the phenomenon 
“international education” that this study aimed at, such as the published commentaries of 
previous IB leaders. It is possible that there can be overlapping authorships between Group 
A and C or between Group B and D. However, the targeted readerships and respective 
purposes of writing of these groups are distinguishably different.  
 
Group B constituted a corpus which consists of 35 theses published during 2010-2015 and 
available as open access resources for academic usage. From Figure 10-3, we can see 
most theses in this group are conducted in special municipalities, that is, the metropolitan 
areas of Taiwan. All of them were from the search in the National Digital Library of Theses 
and Dissertations in Taiwan (http://ndltd.ncl.edu.tw/) with “international education” or 
“global education” within the title or as one of the keywords. Although the focus of this study 
is international education, it was found in the process of searching Taiwanese theses that 
both terms were discussed, distinguished and elaborated in similar groups of theses. There 
are tendencies that different terms were used under the supervision of different academics, 
and that the choice of “international education” became more popular than the other one 
(and the amount of this group grows as well) after the launch of the White Papers. In 
addition, due to the characteristics of Mandarin Chinese (that there are no spaces between 
characters), texts in this group were segmented with Jieba Chinese Segmentation System, 
so that individual characters can be recognised and combined as words and separated 
from other words with spaces. However, since the Jieba system originated from simplified 
Chinese environment, and was developed from a much general corpus, some character 
combinations, which were commonly used in traditional Chinese and in academic 
environments, were not identifiable. Hence, I adjusted and improved the segmentation 
process with a customised wordlist based on previous segmentation results. 
 
 
 
83 
In terms of Group D, there were 93 theses/dissertations listed in the 2010-2015 IB 
bibliographies (Dabrowski, 2016; Engel, Banks, Patterson, & Stehle, 2015; IB Global 
Research Department, 2013, 2014; IB Research Department, 2011, 2012) and made 
available online. This group diversified in terms of degrees (M.A., Ed.D, and Ph.D), themes, 
and methodologies, what they share commonly is that IB programs, courses, and people 
involved take part in the research. Not all of them address much about the internationality 
of education, and there are no applicable classifications in regard of how closely related to 
international education these texts are. Therefore, I chose to search for the frequency of 
terms in the texts: international*, global*, and *cultural*, and chose those theses which 
contain a higher percentage of the occurrence of these words. “International*, global*, and 
*cultural*” are employed in the search of keywords, instead of “international education” or 
“global education”, due to the different conceptualisation of the international aspect of 
education in the IB theses comparing to those of Taiwan’s case. In these writing about the 
IB, more often the discussion about education for 
international/global/intercultural/cross-cultural mindedness is addressed. Through this 
process, 46 theses had been selected and formed together the corpus of Group D. Theses 
in this group are dominantly written in the “big four” countries (Australia, Canada, England, 
and the US) of the IB (see Figure 10-4). On the one hand, only theses written in English are 
selected in this research; on the other hand, these four countries, according to Bunnell 
(2010), together consist of 60% of IB schools. Texts making up Group B and Group D, 
though composed in different languages, basically share a common structure, which 
includes introduction, literature review, methods, results, discussion, and conclusions. For 
Group B and D, the whole texts from the first to the last chapter, except for tables, charts, 
diagrams and bibliography, were used to build up the corpuses respectively.  
4.3.3 Software and data presentation 
The data analysis in this research, especially the analysis of thesis data, was assisted with 
the computer software, AntConc (Anthony, 2015). AntConc is a freeware for corpus 
analysis. The versions used in the analysis in this research were Windows (3.4.4) and 
Macintosh OS X 10.7-10.12 (3.4.3). Compared with some other popular software that 
serves similar analysis needs, such as WordSmith Tools or LJCorpus, AntConc worked 
effectively in this research because of its better accessbility, flexibility in dealing with texts 
in both English and Mandarin, and frequent updates and debugging services provided by 
the developers. AntConc provides a range of different tools for corpus analysis, such as the 
concordance tool, the concordance plot tool, file view tool, clusters/N-Grams and collocates, 
word list, and keyword list. 
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However, there were some challenges in utalising AntConc in different language contexts, 
which affected the presentation of data in this thesis. For example, English and Mandarin 
texts need to be separately dealt with in AntConc. Despite there being sibling software 
AntPConc developed for enabling displays of the texts/results together for visualising 
comparisons, this software unfortunately is not available yet for Mandarin texts. Therefore, 
tables of key terms presenting the search results respectively in English and in Mandarin 
were alternatively created. The comparisons between English and Mandarin texts were 
thus described and explained in words instead of visually represented. 
 
Besides, the characteristic composition of Mandarin words makes it difficult for them to be 
analysed as “words” as in English; rather, they need to be considered as language 
segments separated by spaces in the text. For example, the concordance in Mandarin data, 
the repetitions and symmetry of presence of the same word would be lost after translation 
into English, because it is written in a different word order and with a different grammatical 
structure. This reduces the significance in representing concordance charts (see Figure 4-1 
for example). Hence, the exemplifying excerpts mainly constitute the presence of data in 
this thesis, and these consider the contextualisation of the texts and interpretations.  
 
 
Figure 4-1 An example of concordance chart in Mandarin 
 
4.3.4 Analysis strategies 
Different analytical strategies were employed in this research according to different 
characteristics of data. They included a composition of frequent wordlists, the concordance 
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analysis of significant words, the collocation of words, and the intertextual analysis between 
authoritative and thesis texts. 
 
The frequent wordlists (see Table 10-1 and Table 10-2) were created respectively among 
Group B and Group D in order to discover some terms that the thesis authors are 
accustomed to pick up in their writing about international education in whatever aspects. 
And the frequent wordlists were utilised to compare with words selected in the analyses of 
concordance. In Taiwan’s side, after generating a list from Group B with AntConc, I 
adjusted the list by removing stop words according to a word list create by Academia Sinica 
(http://asbc.iis.sinica.edu.tw/), the Accumulated Word Frequency in Sinica Corpus 3.0. Stop 
words are those commonly receive high frequency in a particular language, such as 
conjunctions, articles, prepositions, and tense markers (in Mandarin texts). Removing these 
stop words helped further focus on terms which are specific to the corpus of theses of 
international education. Wordlist generated from the IB theses (Group D) also went through 
similar adjustment with a frequent word list created by Kilgarriff (2006) from British National 
Corpus database. As can be seen from Table 10-1 and Table 10-2, some words are more 
popularly used than others in terms of thesis writing, such as analysis, researcher, and 
significant. They can be found in both Mandarin and English texts. And there are some 
words that we usually read in educational discussions like buzzwords in both languages, 
such as education, students, teachers, curriculum, and teaching. Besides, there are some 
proper nouns used in respective group specifically relating to the two cases of Taiwan and 
the IB, such as Ministry of Education in Table 10-1 and ib/ibo in Table 10-2. Finally, there 
are still some words that are frequently used yet cannot be classified into any of above 
categories. These words became critical because they reflect the authors’ knowledges and 
attitudes in a collective way. So they would be further analysed in concordance analysis. 
Due to the divergence of topics and research interests of the theses, there are limited 
amount of words can be referred to as search terms in the analysis of texts in both 
languages.  
 
The idea of concordance (or key-words-in-context, KWIC) analysis was used to discover 
patterns of language from all occurrences of the search word and its surrounding sentence 
(Yates, 2001). The point here is to figure out the connotation of a particular concept within 
the corpus. From the perspective of corpus, given there are a large enough corpus, we can 
imagine that all existed texts are intertextually connected and have traces to other texts 
since they all commonly share some language patterns (Widdowson, 2004). However, 
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presuming such an immense corpus and infinite interconnections among words is not in 
reality. Rather, there are “artificial blockages” (Deleuze, 1968/2014, p. 14) formed in the 
texts. Instead of having connections with other numerous different words, the meaning of a 
word is determined by a particular group of words, which enables our comprehension of 
that word. The search of the concordance of certain words thus helps generate the 
connotations, which represent how the words are used in the corpus. And the repetitively 
occurring patterns drawing from each language segment eventually constitute the 
cumulative effect of discourse (Baker, 2006). In other words, it is a strategy for looking at 
how words are situated and their meaning conditioned in texts. For texts in Mandarin 
Chinese, it would be inefficient and problematic to translate all of them into English prior to 
the concordance analysis. Hence, there are only some selected texts translated when it is 
necessary for making examples, explanation or shown as evidences. I will explain the 
translation protocol in the following section. 
 
The analysis of collocation focuses on the unconscious association of words, which ‘are 
ways that discourses can be maintained’ (Baker, 2006, p. 114). To Baker (2006), these 
patterns and association of words reflect the “discourse prosodies”, that is, the assumptions 
embedded in the rhetoric of certain concepts. The association of words, according to 
Fairclough (2003), may reveal the existential, propositional, or value assumptions. And the 
assumptions found in Group B and Group D were examined and compared to see how they 
frame the discourses of international education respectively. Collocates found in Group B 
would be translated into English. However, it is worth noting that there are some linguistic 
differences that affect the translation and the presentation here. One of them is the fact that 
Mandarin as an isolating language, unlike English, its grammatical functions of words are 
not expressed through inflections. Hence, most words in collocation analysis of Group B 
would be presented in noun form or verbs without inflections (depending on which form is 
used most in texts) in the analysis of this research. 
 
And the intertextual relationships would also be considered. The analysis of intertextuality 
focuses on how particular texts relate to other texts by observing the ways certain elements 
of texts are “recontextualised” in the other texts (Fairclough, 2003). Since Group A and C 
consist of regulative and administrative information, Group B and D may refer to, interpret 
or reshape, the language used in Group A and C. And through this recontextualisation, 
such as adoption and elaboration those languages, Group B and D enhance the 
dissemination of concepts in authoritative texts and their interaction with social and cultural 
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contexts. In analysing intertextual relationships, the frequent wordlists (see Table 10-1 and 
Table 10-2) were used in at least two ways. Firstly, by juxtaposing them with policy 
documents, some terminologies of policy texts tend to appear more frequent than others, 
which forms a base for further investigation of intertextuality. Secondly, when looking into 
the collocation of particular terms or the recontextualisation of certain terms, the frequency 
wordlists offer a reference for single out words that contain significant association from the 
buzzwords. 
 
The intertextual relationships are illustrated in Figure 4-2. On the one hand, the meanings of 
some concepts utilised in theses for depicting the practices of international education are 
referred to as policy texts (the downward arrows). On the other hand, concepts mentioned 
in policies may be further interpreted and their meanings complemented by the theses texts 
(the upward arrows)27. In addition to simple correspondences between policies and theses, 
there are also culturally embedded interpretations, which impact the construction of 
international education discourse. Finally, through analysing texts and intertextuality, the 
discourses that frame international education and make it intelligible are unveiled. 
 
  
Figure 4-2 The intertextuality between policy and theses texts 
 
4.3.5 Reference and translation of data  
This research constructs its trustworthiness by reflexively considering the inter-lingual 
translation of data. As a native speaker of Mandarin Chinese and a user of English as 
additional language, I understand Mandarin and English texts from Taiwan and the IB with 
my knowledge of both Mandarin and English language. Both authoritative data and thesis 
data were referenced in the analysis for the purposes of explaining and clarifications. Due 
                                               
27 It is important to note here that the upward arrows in Figure 4-2 do not imply theses are read by policy makers, or 
especially read by them when policy decisions are made. 
theses 
policies policies 
theses 
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to the relatively short lists of work referred to in the analysis (see Table 10-4 and Table 
10-5), authoritative texts (Group A and C) would be cited in ordinary manner. The lists of 
thesis texts (Group B and D), for their larger volume, would be coded in the form of “letter+4 
digits” (see Table 10-6 and Table 10-7). The initial letter B or D indicates the data group 
that particular text belongs to. And then the first two digits stand for the publish year of the 
thesis (ranging from 10 to 15), while the two following digits are the numbering of the thesis. 
 
Mandarin texts were translated into English when there is a need to refer to the texts. The 
main point for selection and reference of thesis data either in Mandarin or in English texts is 
the representativeness of excerpts. Texts that elaborate or employ certain concepts were 
quoted as excerpts for exemplifying the analysis. Mandarin excerpts of both policy and 
thesis data were translated into English by me based on my knowledge of education 
research and experiences of being trained as a teacher who teaches English language to 
Taiwanese and who teaches Mandarin to English speakers.  
 
Generally, the sentences written in Mandarin tend to be longer, which makes the structures 
of texts relatively complicated. In the Taiwanese case, concepts used in authoritative texts 
are frequently referred to and interpreted in thesis texts. Concepts translated recently from 
other languages into Mandarin are usually juxtaposed with English equivalences in 
brackets (see the third excerpts in Table 10-3). Hence, in translating Mandarin thesis texts 
(Group B), the English equivalence found, if any, in either authoritative texts (Group A) or 
thesis texts (Group B) will be considered with priority.  
 
It is worth noting here that, different translators produce widely different translations, even 
though they share similar language, educational, and knowledge backgrounds. Table 10-3 
shows how diverse the translation can be. Four of us are native Mandarin users now 
studying PhD in Education in either the US or Australia. Two of us are from Taiwan and the 
other two are from China. When confronting the same Mandarin excerpts, we tend to 
produce translation according to our own habit, understanding of the texts, knowledge of 
both languages (Mandarin and English), and writing style. The differences appear in 
several aspects, such as the lengths of paragraph, the numbers and lengths of sentences 
used in the translation, the usage of additional conjunctions, the insertion or complement of 
words for making translation more comprehensible. And the most important of all, the 
wording is also divergent. Taking the translations of the first excerpt for example, I 
translated the first sentence as: 
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Hence, English skills is the symbol of the “international”, the most fundamental 
objective of implementation of English instruction is that we need to be economically 
stronger than other countries and to know the enemies and ourselves well.  
However, one of my colleagues chose to translate the same Mandarin sentence into three 
English sentences:  
Therefore, English proficiency is considered as a label of internationalization. The 
fundamental purpose of conducing English teaching activities is to improve the 
economic development, which could make Taiwan become stronger than other 
countries. Meanwhile, such activities could help Taiwanese to be familiar with other 
sociocultural contexts. 
We can see here not only the lengths, sentence amount, and conjunctions are different, but 
also different words are used in expressing our understanding of the Mandarin words, such 
as “English skills vs. English proficiency” and “English instruction vs. English teaching 
activities”. 
 
Besides, there are some cases that I deliberately chose not to make translated texts “too 
fluent” in English. Instead, I left the translations in the margin of comprehensibility between 
different languages; that is, further explanations for clarity are required for such translations. 
For example, the translation of “going out” and “letting in”: 
On the one hand, we make our students walk out for knowing the world and 
experience overseas schooling and cultures. On the other hand, in order to promote 
Taiwan’s international image, maintain the international friendships and be identified 
as partners in the world, we let the world walk into Taiwan, and introduce the world 
with the quality education of Taipei city and the soft power, such as the unique city 
culture, our quality citizens, liberal and democratic values, and social institutions. 
Contrasting with my slightly awkward translation, my colleague provided more fluent ones, 
such as: 
Specifically, in order to implement the International Education, on the one hand, the 
Taipei City can utilize its hard power, such as unique economic ability, fundamental 
facilities, and communication and internet technology. Our students therefore can 
connect with the global society, and can experience foreign school education and 
cultures. On the other hand, we can invite the global society to understand 
Taiwanese soft power, for example, Taipei City’s educational outcomes, the unique 
city culture, citizen competence, democratic values, and social institution. These 
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works are able to enhance our nation’s international image, to build up international 
friendship, and gain identity from the world. 
From the juxtaposition, we can find the more comprehensible translation for English 
readers of “going out” and “letting in” should be something like building the “connections” 
and “inviting” other people to the city. Yet, we should also consider the act of translation as 
creating similarities and dissimilarities (Jullien, 2014) and the representation of language 
borders (Sakai, 2009). The more figurative translation, though opaque in a way, “going out” 
and “letting in” is the better option for me in some of the cases. They leave more room for 
further explanation and elaboration, as the rhetoric here is meaningful in the analysis. And 
by this strategy of “distancing” two languages, unilateral comparison is refuted. 
4.4 Conclusion 
This chapter has delineated some conventional concepts in comparative research, such as 
the positionality of the researcher, unilateral comparison, and the making of difference and 
sameness. It has argued the necessity of a rejection of a transcendent standpoint of the 
researcher to create a set of neutral categorisations that encompasses our understanding 
of the entities being compared. In other words, the researcher is somewhere “inside” and 
involved in the comparing entities, and the sociocultural contexts and backgrounds of the 
researcher do impact on the categorisation. Thus these similarities and dissimilarities are 
not something already there; rather, they are created. The kind of comparison advocated 
here then looks more like a dialogue. This process of comparison shares some 
characteristics in common with that of translation. The latter part of the chapter developed a 
research design in accordance with the above contemplation of comparative research. 
Additionally, the specificities of the two cases, the international education in the IB and 
Taiwan, were considered. Four groups of data, the authoritative and thesis texts 
respectively from the IB and Taiwan, were collected and analysed through the frequent 
wordlists, the concordance analysis of significant words, the collocation of words, and 
intertextual analysis. The data in respect of authoritative texts and theses enable us to look 
at not only at the official composition of international education, but also at perceptions and 
interpretations of it. 
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5 The curricular construction of international education 
5.1 Introduction 
This chapter compares the constructions of international education from a curriculum 
perspective through looking into authoritative texts as well as the corpuses respectively of 
theses about the IB and theses on the internationalisation of schooling in Taiwan. The two 
cases are presented through the dialogic approach as outlined in Chapter four, since this is 
the way the similarities and dissimilarities are cognised. The following sections address 
how different senses of international education function and are structured respectively in 
the IB and Taiwanese education are addressed in the following sections. Importantly, the 
analysis here is not carried out by imposing particular categorisation or a conceptual 
framework that has been developed or derived from theories, but rather as much as 
possible works in a grass-roots manner that understands and delineates the elements of 
international education of the two cases from the respective data groups. 
 
The analysis is constituted through examining and interpreting two sources of data: the 
authoritative policy texts and thesis texts. The former includes policy documents, position 
papers, and articles written by people holding administrative positions in both IB and 
Taiwanese education (Group A and C). And the latter consists of degree 
theses/dissertations (Group B and D), the themes of which relate to the IB or Taiwanese 
international education respectively. 
 
In the Taiwanese case, authoritative texts (Group A) include the curricular guidelines, the 
White Papers, and regulations produced by both the Ministry of Education of Taiwan (ROC) 
and local governments, such as Taipei City government. Besides, there are two articles 
written by Chiu (2011, 2012) that are also taken here as part of authoritative texts. She is a 
senior policy maker who worked in a major role when the policy of internationalisation of 
schooling was constructed and produced in the Department of International and 
Cross-strait Education (was previously called the Bureau of International Cultural and 
Educational Relations before 2013). However, after the organisational restructure effected 
in 2013, the policy of internationalisation of schooling has been taken over and managed 
under different department, the K-12 Education Administration. 
 
In the case of the IB, authoritative texts (Group C) include documents, such as IB Learner 
Profile Booklet, The IB Learner Profile, The Diploma Programme: From principles into 
practice, Language and learning in IB programmes, What is an IB education?, and the IB 
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website. Davy’s (2011) position paper published by the IB is also incorporated in this group. 
The position papers are a series of papers ‘written by IB practitioners and endorsed by the 
IB’, and it is claimed in the beginning of the paper with the tone of the IB that ‘each paper 
addresses a topic or issue related to the IB’s philosophy or its educational practices’ (Davy, 
2011, p. 2). Hence, position papers are regarded as part of the authoritative texts in this 
research. 
 
While the authoritative texts offer the policy languages for articulating the schemes and 
blueprints of international education, the corpuses composed by research theses (Group B 
and D) reveal how the official discourses are understood, interpreted, and elaborated by 
their readers. In other words, the point here is not to see how different modes of 
international education are implemented or evaluated in individual contexts, but rather to 
focus on how particular concepts in relation to such modes of international education are 
represented in different texts. Thesis data are analysed through the idea of concordance 
and collocation. The analysis of concordance looks at concepts in relation to their 
surroundings and shows how a particular concept relates to other concepts. Here 
collocation is taken to mean the frequent association of concepts, which shows what other 
concepts tend to collocate with a particular concept in the texts. The collocation and 
concordance analyses indicate the connotations of the concepts as determined by their 
location in the respective texts and in relation to the arguments and descriptions 
surrounding them. In order to represent and show how such connotations work in the texts, 
several excerpts are selected/quoted (and translated) and interwoven into the analysis. 
And the collocation and concordance analyses of thesis data are compared with the other 
texts through the analysis of intertextuality. Intertextuality looks into the elements of a 
particular text presenting in other texts and how the texts are related. 
 
The first section outlines how “international” elements constitute a part of the whole 
curricula. In the case of the IB, education for “international-mindedness” is represented in 
the learner profile as the cultivation of two attributes, namely “open-mindedness” and good 
“communicators”. The creation of good communicators is also emphasised in the 
Taiwanese case, as the analysis of the Taiwanese international education policy shows. 
The second section deals with the comparison of the framing of international 
communication in the IB and Taiwanese cases. The core features of communication vary. 
There is a “going out” discourse in Taiwan’s international education. “Going out” (走出去, 
zouchuqu) is used to depict the unilateral movement out of Taiwan, that is, movement in 
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one direction. Going out is further delimited in its connections with Anglophone cultures and 
(English) language. The IB version of communication, in contrast, associates it with 
multilingualism, as well as the knowledge of others and the capability of utilising information 
technology. The third section of the chapter focuses on the construction of global 
awareness in both cases. Knowledge of others, in the thesis data from the IB context, is 
aimed at rejecting ethnocentrism. Yet, such a consciousness is differently represented in 
the Taiwanese case. It is more the case in Taiwanese theses that a particular framing of 
multiculturalism, which was originally developed for aboriginal education, is adopted for 
cultivating cross-cultural consciousness in the global era.  
5.2 Becoming international in global contexts 
With a shared concern about the increasing interconnectedness in the global era, the IB 
and Taiwanese government respectively frame their educational proposals in terms of 
developing sets of international skills/competencies. The following discussion begins with 
the IB’s international-mindedness and then comes to the 21st century competencies as 
outlined in policy texts in Taiwan. In the rationalisations of international-mindedness, 
multilingualism and intercultural understanding are explicitly reified in the learner profile, 
while global engagement remains undiscernibly explained. And there is a fusion of 
concepts, such as international, intercultural, and multilingual (interlingual); that is, they are 
used synonymously. Comparing with the diluted role of nation state in IB’s 
international-mindedness, Taiwanese version of international education is illustrated as a 
continuum from the construction of national citizenship to that of global citizenship. In 
Taiwan’s case, international education policy consists of elements of nationalism, 
internationalism, globalism, and cosmopolitanism. These features of international 
education implicitly come from an analysis of the IB and are elaborated into the four goals 
for Taiwanese international education: national identity, international awareness, global 
competitiveness, and global responsibility. 
5.2.1 Fostering international-mindedness  
For the IB curricula, the education of international-mindedness is elaborated as enhancing 
the ten attributes in the IB learner profile and reified in multilingualism, intercultural 
understanding, and global engagement. International-mindedness is commonly shared by 
all programs, but not designed specifically as a particular course. The learner profile 
‘describes the attributes and outcomes of education for international-mindedness’ 
(International Baccalaureate Organization, 2013c, p. 1) and strengthens the element of 
global citizenship in the IB (Davy, 2011). Before going into details of these attributes that 
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exemplify the IB’s international-mindedness, it is worth to note firstly the ambiguous 
wordings in IB’s documents, such as “international”, “global”, and “intercultural”. 
 
In authoritative documents, “international” and “global”, although distinguished, are treated 
as similar concepts and can be defined in terms of intercultural and interlingual 
communication and interaction. Aiming at developing international-mindedness in the 
global context, in What is an IB Education?, the two terms are distinguished:  
The terms “international” and “global” describe that world from different points of 
view—one from the perspective of its constituent parts (nation states and their 
relationships with each other) and one from the perspective of the planet as a whole. 
Sharp distinctions between the “local”, “national” and “global” are blurring in the face 
of emerging institutions and technologies that transcend modern nation states. 
(International Baccalaureate Organization, 2013c, p. 6) 
In other documents, “international” and “global” are further elaborated. For example, the 
promotion of “multilingualism and intercultural understanding” and the “global engagement” 
are two aspects emphasised in the IB programs for explaining the concept of 
international-mindedness. The former represents the “international” worldview, while the 
latter exemplifies the “global” connections. 
 
As the first aspect, intercultural understanding is presupposed to be achieved by additional 
language learning, which is regarded as a permanent and central element of all IB 
programs. Learning language other than one’s first language is aimed at developing 
intercultural communicative competency, so as to be able to communicate with people in 
different societies and cultures. In other words, it is argued that multilingual education 
promotes intercultural awareness (International Baccalaureate Organization, 2011). The 
other aspect is global engagement, which includes the exploration of global and local 
issues, such as ‘the environment, development, conflicts, rights, and cooperation and 
governance’ (International Baccalaureate Organization, 2013c, p. 7). Such explanations of 
international-mindedness reflect that, in authoritative documents of the IB, there are several 
different terms used as having synonymous meanings. 
 
For example, there seems to be a play off and overwording of terms like international, 
intercultural, and interlingual in the documents, although each term is respectively created 
meaningfully and is indexical in particular contexts. Overwording is a linguistic 
phenomenon that describes the ideological presuppositions that projected by a group of 
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word that associated together synonymously or near-synonymously (Fairclough, 1992). In 
other words, what is presupposed through the particular association of words is the focus. 
In the definition of the IB education, being international, intercultural, and multilingual are 
linked together as mutual implied concepts. Tarc (2009) argues that the conversion 
between “international” and “intercultural” signifies the fact that differences are nowadays 
not only observed among nations but also experienced within them. However, being 
intercultural and multilingual does not always imply being in international situations. Usually, 
an intercultural practice does not need to be international, given we accept that most 
countries are multicultural.  
 
On the one hand, the synonymised “international”, “intercultural”, and “interlingual” dilute 
the role of nation state as an important determiner in defining international education. In 
other words, the equalisation indicates that international education is not necessarily 
structured merely as education in-between nation states. On the other hand, the 
presupposed equivalence between “international” and “intercultural” could also imply that 
each nation constitutes one culture. In this regard, the multicultural aspect of nation state 
today is omitted, while the language of multiculturalism is extended to the scale of the globe. 
This point will be elaborated in the later section of this chapter.  
 
Having examined the framing of the IB’s international-mindedness, it is now necessary to 
consider the ten attributes listed in the learner profile (see Table 5-1). As an embodiment of 
international-mindedness, the ten attributes are treated as the reification of the IB’s 
philosophy, and IB schools are encouraged to incorporate them into both the hidden 
curriculum and formal/acknowledged curriculum (International Baccalaureate Organization, 
2009). While the formal/acknowledged curriculum encapsulates the teaching and learning 
activities carried out deliberately and consciously, the hidden curriculum indicates those 
activities that are informally delivered in the school environment; they are part of the school 
culture (Vallance, 1991). Take the Diploma Programme as an example: apart from its 
strong academic orientation, it is suggested that the attributes in the learner profile 
constitute the emotional, moral, and social elements in students’ learning (International 
Baccalaureate Organization, 2009). 
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Table 5-1 Ten attributes listed in the IB learner profile 
Inquirers Open-minded (learners/persons)* 
Knowledgeable (learners/persons) Caring (learners/persons) 
Thinkers Risk-takers 
Communicators Balanced (learners/persons) 
Principled (learners/persons) Reflective (learners/persons) 
* Words in the blanket are added by me to make the ten attributes paralleled. 
 
In the learner profile (International Baccalaureate Organization, 2006), to begin with, IB 
education is committed to educating “knowledgeable” “inquirers” and “reflective” “thinkers”. 
Being knowledgeable is defined as the capacity to develop conceptual understanding 
across various disciplines, while the concept of inquirer denotes fostering lifelong learning 
aspirations and independent inquiry. The reflectivity focus emphasises developing 
metacognitive skills in students’ learning and experiences. And educating students as 
thinkers stresses critical thinking in respect of complex problems. Besides, students are 
also required to be “principled”, “open-minded”, “caring”, and “balanced” learners. Being 
principled requires students to ‘act with integrity and honesty, with a strong sense of 
fairness, justice and respect for the dignity of the individual, groups and communities’ 
(International Baccalaureate Organization, 2006, p. 5). Open-mindedness indicates the 
open attitude towards one’s own and other cultures, values, and traditions. And it also 
seeks the attribute of caring, which entails empathy, compassion and respect for others. As 
for balance, this demands students be balanced in all intellectual, physical, and emotional 
aspects. Finally, students are encouraged to be “risk-takers” and “communicators”. 
Risk-takers are persons who encounter uncertain situations bravely. And the notion of 
communicators reiterates the emphasis of multilingualism: to communicate with others in 
more than one language and in multiple ways. 
 
From the descriptions provided in the learner profile, open-mindedness and communication 
correspond to the IB’s educational ideal of intercultural understanding and multilingualism, 
on the one hand. Except for “open-mindedness” and “communicators”, there are few direct 
connections between most attributes and being an individual of “international-mindedness”. 
These attributes and education outcomes may also find their counterparts in national 
curricula. Learners with these attributes are successful learners in general, rather than 
learners that are particularly successful in “international-mindedness”.  
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On the other hand, the “global engagement” aspect of international-mindedness of IB 
education is relatively undiscernible from the ten attributes in the learner profile, compared 
with the explicitness of intercultural understanding and multiculturalism. Engaging in the 
global context seems taken for granted in the construction of ten attributes. The attempt to 
strengthen the argumentation can be seen from a comparison between two editions of the 
IB leaner profile: one was produced on a brochure, IB Learner Profile Booklet published in 
2006, and the other updated version is outlined in recent documents, such as the What is 
an IB education? document produced in 2013. And there are a few differences in the 
descriptions of some attributes as shown in Table 5-2 below (International Baccalaureate 
Organization, 2006, 2013b). The most obvious difference is that the 2006 edition begins the 
list with “IB learners strive to be…”, whereas the 2013 edition starts from “As IB learners we 
strive to be…”. The latter edition addresses the attributes as if students’ own commitments 
to their learning. In addition to this shifting, we can tell from the juxtaposition that several 
expressions are readdressed for extending to the “world”. The “world” aspect has been put 
into the descriptions of particular attributes in the new version, which increases the 
connection between the learner profile with its endeavour of engaging into the global 
context in the international-mindedness. However, this addition does not cause apparent 
changes in the definitions of attributes. The element of global engagement is still vaguely 
represented in the design of the learner profile. 
Table 5-2 Juxtaposition of learner profile 
attributes 2006 2013 
caring 
They show empathy, compassion and 
respect towards the needs and 
feelings of others. They have a 
personal commitment to service, and 
act to make a positive difference to 
the lives of others and to the 
environment. * 
We show empathy, compassion and 
respect. We have a commitment to 
service, and we act to make a positive 
difference in the lives of others and 
in the world around us. 
balanced 
They understand the importance of 
intellectual, physical and emotional 
balance to achieve personal 
well-being for themselves and others. 
We understand the importance of 
balancing different aspects of our 
lives-intellectual, physical, and 
emotional-to achieve well-being for 
ourselves and others. We recognize 
our interdependence with other 
people and with the world in which 
we live. 
* The boldfaced are descriptions with wording changes. 
 
To sum up, in the international education discourse represented in the IB, it is assumed that 
the intercultural/international worldview—the international-mindedness—is the outcome 
from a multilingual education. This can be seen from the scrutiny of the IB learner profile. 
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The internationality of the IB program tends to be associated or related more closely with 
the aspect of multilingualism and intercultural understanding, compared with global 
engagement. A particular globalised condition is presupposed and taken for granted. And 
there seems a mingling of different concepts, such as international, intercultural, and 
multilingual in IB’s reasoning in relation to developing international-mindedness.  
5.2.2 Internationalisation of schooling 
Unlike the IB, an international organisation that easily and convincingly takes the 
“internationalisation” of its curricula for granted, the internationalisation of schooling in 
Taiwan has not been brought about until recent years. Although, as mentioned in Chapter 
one, to cultivate citizens “…with international perspective” has been legally confirmed in the 
Educational Fundamental Act since 1999, the “international” aspect has been distributed in 
various policies in different fields, rather than being carried out as a coherent and 
comprehensive policy. The implement of the policy of internationalisation of schooling 
substitutes previous fragmented grant projects, such as the various internationalisation 
policies from local governments28 and the MoE’s Increasing International Horizons of 
Senior High School Students Plan. This plan was for senior high school students, enacted 
since 2007, and has been abolished in 2012, the second year since the release of the 
White Papers on international education. The White Papers on internationalisation of 
schooling constructed by the MoE, on the one hand, extends the funding coverage from 
senior high school students to junior high and primary school students. On the other hand, 
it is aimed to integrate segmental funding and grants projects from different local 
governments and to balance the financial gaps between administrative areas for 
educational internationalisation (Ministry of Education, 2012). In the following paragraphs, 
for further exploring the formation of Taiwanese policy, the publications by Chiu will be 
examined. And then I will go on analysing the relationships and positioning of the 
internationalisation policy among other curricular policies in Taiwan.  
 
Later acting as the deputy director general of the Bureau of International Cultural and 
Educational Relations in the MoE, Chiu (2011) published an article in a newsletter of the 
Taipei City Association of Secondary School Principals for explaining international 
education policy and the stance of the MoE. And in the next year, she elaborated and 
                                               
28 Local governments had already enacted educational internationalisation policies before MoE, such as the Taipei 
City White Paper on Educational International Interaction (Department of Education, 2002) and The Kaohsiung City 
Medium-Term Plan on International Education (Department of Education, 2010). As the special municipalities, it is not 
surprising that Taipei and Kaohsiung are the two local governments starting giving funds to policies of educational 
internationalisation. 
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distinguished four ideologies underpinning the enactment of international education 
worldwide: nationalism, internationalism, globalism, and cosmopolitanism (Chiu, 2012). Her 
works are influential in examining Taiwan’s case, not only because of her position in the 
MoE, but also because her papers are distributed through conferences and workshops for 
professional development in the field of international education. At the same time, her 
articles are widely cited in theses dealing with international education in Taiwan.  
 
Based on her studies and observations among various policies developed in different 
countries, Chiu (2011, 2012) proposes a categorisation of ideologies embedded in 
contemporary policies of international education, and relates the IB to all of them. The four 
ideologies are: nationalism, internationalism, globalism, and cosmopolitanism. First of all, 
the nationalist approach of international education aims at national benefits and pursues 
national consciousness and patriotism. Chiu (2012) exemplifies nationalism with several 
different policies, such as the Race to the Top in the US and the promotion of international 
education in Canada. The former funded foreign language learning due to security 
considerations, while the latter developed overseas assistance and international cultural 
relations as part of diplomatic strategies. The IB is also placed in this approach. She claims 
that the western and universal traits of the IB make it a “nationalist approach” to 
international education, although it is not affiliated to any single nation. It is interesting to 
note here, however, regarding the IB as nationalist practice confuses the mono-cultural 
characteristic with national pursuits. 
 
The second ideology is internationalism, under Chiu’s (2012) classification, which is 
embedded in most international schools. The internationalist approach places emphasis on 
cultivating students with international attitudes, international consciousness, international 
awareness, and international understanding in international schools. And there are two 
sub-divisions of international schools: the ideologically-driven and market-driven. The IB is 
given as an example again and, she argues, it has been in a transition from an 
ideologically-driven international education to a market-driven one, as the IB has become a 
pragmatic option for increasingly mobile transnational populations in an era of globalisation.  
 
The third is globalism, which has been developed in alignment with the dissemination of 
neoliberalism in Chiu’s (2011) view, although there are still many other aspects. And the 
evolving globalism results in competition in global markets, the weakening of the control of 
individual nations, and educational reform for elevating economy and international 
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competitiveness (Chiu, 2011). Globalisation in her view resembles that of Bourdieu (2003). 
Globalism is here interpreted as a push towards neoliberal globalisation, which causes 
economic and managerial changes. In this vein, globalism is similar to the market-driven 
internationalism mentioned above. Chiu (2012) contends that Putting the World into 
World-Class Education in the UK is a policy of this kind, which encourages collaboration 
with other EU nations29 for competing with the US and exporting education to the rest of the 
world as a commodity. 
 
The fourth is cosmopolitanism, which denotes the respect of cultural differences and 
pursues global citizenship. She notes that the critique of cosmopolitanism sometimes is 
that it is regarded as a kind of universalism. Regarding the IB as being universal situates it 
under Chiu’s fourth category, cosmopolitanism. And the IB is also classified into 
internationalism and globalism (the second and the third category), which focuses on global 
economic competition. In other words, although not explicitly addressed, the IB seems the 
prototype of international education underpinning all of the four categories. These four 
ideologies of international education reflect de facto her observation and interpretation of 
the IB. 
 
Chiu (2012) argues these four ideologies can be applied as a tool for analysing the 
strategies, approaches, and purposes of international education. However, unfortunately, 
as a major policy maker in developing Taiwanese international education policy, she does 
not provide an analysis of Taiwanese policy with her conceptual tools. Yet, we can still see 
how the organisation of Taiwanese international education policy has been influenced by 
this categorisation of ideologies.  
 
The four goals/skills (national identity, international awareness, global competitiveness, 
and global responsibility) proposed in Taiwanese White Papers, though not explicitly 
declaimed, correspond to the ideologies of nationalism, internationalism, globalism, and 
cosmopolitanism. The constitution of international education is a continuum from national 
citizenship to the global citizenship. And these elements of international education in 
Taiwan result from the implicit reference to the IB. We can see here the policy language is 
transferred from one institution to another, and this transfer is pretty much an engagement 
                                               
29 It is noteworthy, however, that the UK has been going through a process of Brexit since 2016; that is, leaving the 
European Union. 
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of “silent borrowing” that the origins of the policy are quickly erased and referred to the 
ambiguous international trends (Steiner-Khamsi, 2010). 
 
The Taiwanese White Papers on international education explicitly states that the goal of 
international education is to prepare students for living in the 21st century. It is claimed in 
the document that ‘21st century is an era of globalisation’ (p.2) and ‘globalisation is not an 
option, but rather, a fact that we must face’ (Ministry of Education, 2011b, p. 3). 
Globalisation here is represented by the policy as a problem to which the nation state has 
to respond, while international education is designated as the solution. Both problem and 
solution are discursive constructions of policy (Bacchi, 2009). Such a policy for international 
education is a policy for ‘developing 21st century competencies’, as documented in the title 
of the English version of the White Paper (Ministry of Education, 2011a). The 21st century 
competencies in Taiwan, at least in official discourse, refer mostly to a specific set of skills 
or attributes that relate to being international or global. 
 
Such an educational response to the globalisation has been reiterated in various policies in 
Taiwan. For example, one of the core competencies in the General Guidelines of Grades 
1-9 Curriculum for Elementary and Junior High School Education is “cultural learning and 
international understanding”. This core competency entails (Ministry of Education, 2008, p. 
5):  
…appreciating and respecting different groups and cultures, understanding the 
history and culture of one’s own country as well as others’, recognizing the trend of 
the globalization in which countries all over the world are integrated into a global 
village, and developing a global perspective with mutual interdependence, trust and 
cooperation. 
Cultural understanding is conducted as the approach to developing global perspectives. In 
this vein, international and intercultural, as argued in last subsection in the IB’s case, 
defines each other. Similarly, in the General Curriculum Guidelines of 12-year Basic 
Education (Ministry of Education, 2014), the subsequent national curriculum that would 
replace the General Guidelines of Grades 1-9 Curriculum (Ministry of Education, 2008) 
from 2018, the aim of international education is included as one of the nine core 
competencies. And interestingly, it is addressed as the competency of “multicultural and 
international understanding”. I will be back to this point later in this chapter. 
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On the side of the IB, there is a synonymous usage of wording like international, 
intercultural, and multilingual. The importance of nation state as a determiner for being 
“international” or not is decreased. In Taiwanese case, especially in the Curriculum 
Guidelines, we can also see the overlapped or conversion of inter/multicultural education 
and international education in education policies of a nation state.  
5.3 International communication 
This section focuses on the discourse of communication in both cases of international 
education. Following from an examination of policies and thesis data, it is argued that there 
is a centrality of cross-cultural communication in Taiwanese educators’ perception of 
international education. An emphasis on English skills is embedded in cross-cultural 
communication in Taiwan’s case. And the importance of knowledge about other cultures 
and the ability to communicate with the help of technology is revealed in the IB educators’ 
view of international communication.  
5.3.1 Interlingual communication 
In Taiwan’s case, the conceptualisation of international education comes from the four 
features (nationalism, internationalism, globalism, and cosmopolitanism) that are inferred 
from the IB. However, unlike the IB, cross-cultural communication is not singled out as one 
of the attributes, but rather is implicitly embedded in all the four goals. It is repetitively 
addressed in the definition of international education goals (national identity, international 
awareness, global competitiveness, and global responsibility). For example, in defining 
international awareness it is stated that ‘we would like them (students) to respect and 
appreciate cultural diversity and to be equipped with knowledge and skills needed for 
effective and successful cross-cultural communication’ (p.3). Similarly, in the definition of 
global competiveness, references to cross-cultural communication continuously appear 
(Ministry of Education, 2011a, p. 3): 
It is our goal that through cross-cultural and international education learning 
opportunities, students will be able to make cross-cultural observations and to reflect 
on cultural diversity and cross-cultural communication. 
Through the promotion of international education, schools will be able to assist their 
students with foreign language learning and proficiency, multicultural knowledge and 
effective cross-cultural communication skills. 
The repetitiveness of “cross-cultural communication” in defining international education 
goals makes each goal read similarly to others. Words used for the rhetoric of 
communication, such as effective, successful, and cross-cultural, add no further clarity to 
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the definition. Since the two definitions—international awareness and global 
competitiveness—are compiled by similar sets of words, it makes the two less distinctive. 
Cross-cultural communication embodies them at the same time. While international 
awareness and global competitiveness are supposed to respectively represent different 
assumptions about globalisation, or, in Chiu’s (2012) analysis of the IB, correspond to 
different ideologies.  
 
Apart from policy documents that use “communication” as a buzzword in policy, in 
Taiwanese thesis corpus, communication is further elaborated and connotes specifically 
some language skills. The following paragraphs, through looking at the textual 
circumstances of the word “communication” in Taiwanese thesis, delineate how the 
particular competency of communication is articulated. The translingual communication and 
interaction (and sometimes specifically between Mandarin and English) define the 
internationality of international education.  
 
In Taiwanese theses, communication is usually associated with several words, as shown in 
Table 5-3. The emphasis on cross-cultural communication corresponds to the mandate to 
integrate ‘international education into current school’s curricula’ (Ministry of Education, 
2011a, p. 4). The concept of communication in Group B, as represented in the corpus 
composed by theses about Taiwanese schooling, tends to be especially associated with 
language learning and instruction. And the fluency and ability of using languages, especial 
English, is also specified as an important feature in talking about communication. 
Table 5-3 Collocates of communication in Group B 
Communication 
ability, student, international, foreign language*, culture, 
learning, education, language, global, understand, world, 
cross-cultural, citizen, different/difference, English, 
interaction, cannot, (not) able to, curriculum, school, 
knowledge, cultivate, teacher, attitude, way, cooperation, 
fluent, problem, family, participate, respect, development, 
activity, instruction, society 
* Words are boldfaced when not included as frequent words in general discourse of 
international education (as listed in Table 10-1). The boldfaced words are frequently 
associated with the word “communication”, but do not appear as popular as other words 
in the general international education discourse. This means these words are used 
specifically in the context about “communication”. 
 
As one of the competencies advocated in the practice of international education in Taiwan, 
communication is discussed in relation to language skills; especially, foreign language 
skills.   
 
 
104 
When relating to the international, it must be going out, not to be limited in Taiwan 
this small place. I think language ability is very important, because you want to go 
outside, to communicate with the other people, you must have foreign language 
skills. So, I think international education is about learning foreign languages. (B1504, 
p. 88) 
The use of “going out” repeatedly appears in rationalising the importance of having 
international experiences. It is emphasised according to an argument that, because the 
world is now a global village, we should let our students go out (or prepare them for going 
out) so that they can have different horizons. However, the emphasis on the “global village” 
as a contemporary world image potentially contradicts the rhetoric of going out. Because, if 
the world is (or will be) a village, where is targeted to go out to, becomes questionable. Is 
the place inside or outside of the global village? Although incorporating the metaphor of a 
global village, the “going out” rhetoric presents a sceptical attitude toward the increase of 
international interaction and penetration effects of globalisation. After all, the attempt of 
“going out” presumes the existence and rigidity of boundaries, which block interaction 
between inside and outside of the boundaries. 
 
Similar language also appears in governmental discourses. In the 2011-2016 Taipei City 
White Paper on Global Education (Department of Education, 2011, p. 1), the “going out” 
trope is described as promoting “educational diplomacy” for “making students walking out 
for exploring the world” and “letting the world into Taiwan”. And the latter is explained as 
introducing the soft power of Taipei City to the world. The examples of such a soft power, 
according to the policy document (Department of Education, 2011), are the quality 
education, the unique urban culture, national quality, liberal and democratic values, and 
social institutions. Both “going out” and “letting in” discourses are used to stress the 
importance of language learning as one of the tools for enhancing global mobility.  
 
In some cases, to communicate in English occupies the central part of 
cross-cultural/foreign language communication, as if English is the only language that can 
be used to communicate with “foreigners”.  
The researcher (denotes here the author of that thesis) has mentioned above the 
language problem, which causes huge difficulty for students in (international) 
interactions, not to mention the partner primary school is from Japan, which makes 
the language problem even larger. Japanese students’ English skills were not very 
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good, so they met even more difficulties in communication. However, students in this 
school were able to solve the problems by themselves. (B1004, p.168) 
Hence, English skills is the symbol of the “international”, the most fundamental 
objective of implementation of English instruction is that we need to be economically 
stronger than other countries and to know the enemies and ourselves well. (And this 
can be why) Contents or themes of international education are most presented in 
English (or foreign language) instruction, not ubiquitously integrated into every 
teaching areas or subjects yet. (B1104, p.10) 
Reading through the descriptions and comments, learning and communicating with other 
people in foreign language is central to international education. Language learning/English 
learning is constituted as the most important aspect of international education and is linked 
to global economic competitiveness. In this vein, the above excerpts corresponding to the 
White Papers, they claim that international education should be merged into every subject, 
although English subject has already been one of eight subjects taught in primary schools 
from year three since 2001 and is taken for granted as the subject predominantly 
“internationalised”.  
 
As speaking in English language denotes “international” communication, the associations 
of the concept “communication” in the corpus exemplify how the delimitation is considered 
linguistically. Using another language for communication (other than Mandarin, Hoklo, 
Hakka and Austronesian languages) designates where the “outside” is. And with “going 
out”, here the linguistic aspect rather than geographical or societal is emphasised, and is a 
pivotal goal for international education. Besides, as can be seen from Table 10-1 and Table 
5-3, English is the only foreign language significantly specified in the corpus. And as an 
“international language” in globalisation (B1303, p. 145), English is assumed as the lingua 
franca used to communicate with people, even with those whose first language is not 
English. It is almost taken for granted. This also indicates the perception of foreignness, the 
“outside”, is constituted here as convergent with the Anglophone, not only the language, 
but also cultures, people and countries.  
 
In addition to focusing on language delimitation, another linkage shown in Table 5-3 is the 
cross-cultural communication and interaction. And cross-cultural communication is usually 
mentioned with international/global horizon and understanding. 
The Ministry of Education has implemented the Increasing International Horizons of 
Senior High School Students Plan since 2009 for promoting international interaction 
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in senior high school and improving international competitiveness of our senior high 
students. The goal is to make students equipped with international horizon and 
ability of cross-cultural communication and to become global and international 
talented individuals. (B1211, p.90) 
The Increasing International Horizons of Senior High School Students Plan is a project that 
encourages both outbound and inbound international interaction. The main purpose of this 
plan is to fund Taiwanese senior high schools to invite overseas students in the same age 
range to visit Taiwan and interact with Taiwanese students or to invite overseas higher 
education students to participate in short-term teaching activity. And the plan also funds 
senior high schools for organising outbound learning and intern activities (Ministry of 
Education, 2009). It shows a presupposed linear relationship between international 
horizon/interactive experiences and cross-cultural communication. And this creates an 
analogy with language learning: the more opportunity to use a language, the better chance 
to pick up the language.  
 
However, it can be problematic to see cross-cultural communication only as a matter of 
communicating in different languages. It is hardly convincing the international horizon is 
taken at face value: bringing ourselves and people from overseas together into each other’s 
horizons. In other words, what embedded in the policy discourse of international horizon, 
which consists of increasing various interactions with people from different countries, is to 
create a kind of conviviality (Wise & Noble, 2016). That is, in this case, producing the 
opportunity for the students to experience the negotiation/negation in living/learning with 
people who are from different backgrounds.  
5.3.2 Global literacy 
In the case of Taiwan, cross-cultural communication defines the internationalisation of 
schooling. Further, such a cross-cultural aspect could be specifically referred to speaking 
foreign/English language(s). This emphasis on language learning makes the Taiwanese 
case echo that of the IB. As we see in the second section of this chapter, the importance of 
intercultural understanding and multilingualism in the internationality of the IB. However, 
the metaphor of an international horizon, as a unique creation in policy language of 
international education in Taiwan, seems potentially to go beyond the outbound/inbound 
learning experiences if we also look at the IB’s conceptualisation of communication. 
 
In the thesis corpus of the IB, communication is usually associated with several different 
things, as shown in Table 5-4. There are several keywords provided from the IB learner 
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profile, which repeatedly appear in theses and are associated with communication, such as 
being knowledgeable, open (minded), thinking, caring, and principled (the others are 
inquiring, risk-taking, balanced, and reflective). Yet, there are still other concepts that come 
from other education organisations. The following paragraphs firstly look at how other 
attributes listed in the learner profile are used to articulate the IB’s “communicators”, and 
then shift to examine the “borrowings” from other organisations. 
Table 5-4 Collocates of communication in Group D 
communicate* 
skills, students, language, global, cultural, intercultural, 
school, learning, teachers, collaboration, knowledgeable, 
open, thinking, international, information, caring, effectively, 
principled, other, minded, effective, different, understanding 
* The asterisk means words with the different suffixes are included, such as 
communicate, communicator(s), communication, communicating, and communicated. 
 
In IB’s authoritative documents, the communicators are identified as individuals that 
‘express ourselves confidently and creatively in more than one language and in many ways. 
We collaborate effectively, listen carefully to the perspectives of other individuals and 
groups’(International Baccalaureate Organization, 2006, p. 5) and the open-minded attitude 
is defined as being present in individuals who ‘critically appreciate our own cultures and 
personal histories, as well as the values and traditions of others….’ (p.5). The ten goals in 
the IB’s learner profile are well known and elaborated to by the thesis authors in Group D. 
For example: 
I think one could make the argument that the following attributes could include IM 
(the acronym of the international-mindedness): "Knowledge" - students must be 
knowledgeable of other countries and cultures. "Communicators" and "open minded" 
- students must be able to communicate with people around the world, both through 
the use of foreign language and with the ability to understand and respect other 
perspectives. "Critical thinkers" and "reflective" - students should be able to think 
critically about world events and formulate their own informed opinions. "Principled" 
and "caring" - A global education would arguably be remiss if it did not have an 
emphasis on social justice. (D1004, p.88) 
Understanding the other cannot only be about being about being able to identify 
basic differences between people. At DIS (a school participant in that study), 
understanding the other is tied directly to several other descriptors from the Learner 
Profile: knowledgeable, communicators, critical thinkers. Almost every Learner 
Profile descriptor makes reference to asking questions and keeping an open mind as 
you are doing so. (D1401, p.107) 
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Comparing with the thesis texts, the official version of the learner profile reveals a 
perspective that starts from a position of the self. It conveys a connection between the self 
and the other. Contrarily in the thesis data, the “self-other” interaction, such as the 
expression of the self and juxtaposition between the self and other cultures/values, is less 
represented. Instead, communication tends to be associated with the understanding other 
people/cultures. And the other attributes/characteristics are utilised to facilitate such an 
understanding. 
 
Besides, there are some features aligned with communication, which are not part of the IB 
learner profile, such as the competencies introduced by the Partnership for 21st Century 
Skills/Learning (P21). Indeed, the learner profile talks about communication with other 
people in more than one language and in multiple ways (International Baccalaureate 
Organization, 2006). Yet, in the corpus of Group D, this multiplicity of communication is 
usually read as technological literacy and associated with the advocacy from the P21.  
 
P21 is a national advocacy organisation in the US, which was founded in 2002 and 
cooperates with the US Department of Education and various business, such as Apple 
Computer, Cable in the Classroom, and Microsoft Corporation, (Partnership for 21st 
Century Learning, 2015a). It encourages and promotes the infusion of technology into 
education by proffering tools and resources to facilitate the practice in schools, districts, 
and states. Listed as one of the learning and innovation skills (the other two are “creativity 
and innovation” and “critical thinking and problem solving”), the skill of “communication and 
collaboration” includes to communicate with multiple purposes, media, technologies, and 
language and to collaborate with others as a team (Partnership for 21st Century Learning, 
2015b). Communication, as part of global competencies, is connected with not only 
collaboration and problem solving, but also the capability of utilising information technology 
for communication: technology literacy. 
Each organization has introduced complementary ideas to the concept of 21st 
century skills where each envisions a model that incorporates both knowledge and 
skills, with an emphasis on problem solving, collaboration, communication, and 
technology/information literacy. … These organizations indicate that in order to 
attain 21st century skills, students must learn to become self-regulated learners who 
take initiative in their education, yet this is not a typical part of conventional 
classroom culture…. (D1219, p.46) 
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Organizations like ProjectFoundry, Global School net, and iEARN, similar to the 
Partnership for 21st Century Skills, the global competency frameworks and the 
classroom teachers in this study operate under the assumption that the skills - 
collaboration, problem solving, communication, technology literacy, self-directed 
learning - needed to thrive in the interconnected world of difference and global 
challenges create the kind of self who is armed for both economic prosperity and 
social reform to bring "universal peace" and "respect human rights." (D1113, p. 76) 
As one of the classroom innovations for developing students’ global skills in the new 
century, technology and information literacy play a specific role here, which is not explicitly 
embodied in the IB’s humanist approach. Moreover, this form of literacy is emphasised as 
the fundamental feature of the future global communication.  
Literacy is no longer local or national; it is global. Historically, literacy has been a 
universal and ideological set of skills in which transferability to different contexts is 
easy, such as decoding symbols from a text; literacy skills were autonomous from 
the context in which they derived (Corus & Ozanne, 2011). In today’s globalized 
society, in contrast, global literacy access through technology is more prevalent and 
thus vital to survival. (D1415, p.60) 
Technology/information literacy becomes a transnational and cross-cultural means for 
people from diverse backgrounds to communicate. Here we can see a particular optimism 
towards technology. 
 
In terms of international-mindedness advocacy in policy documents, along with several 
different attributes, intercultural/multilingual communication stresses expression of one’s 
own opinions and the connection between self and other people. However, with similar 
terms, communication in the IB theses is associated more with the knowledge of other 
cultures and languages and an optimistic view of technological solutions. And there are 
gaps between authoritative documents and theses data in both cases. In terms of the 
communication discourse, Taiwanese educators show their concern more about English 
language learning, which is not explicitly reflected in policy documents. While in the IB’s 
case, beyond language learning, technology literacy is specific element in international 
education. 
5.4 Global awareness 
Policy documents of the IB talk about cultivating international-mindedness in a global 
context. And in Taiwan’s case, we can also see international awareness stated as one of 
the four goals. Both modes of international education point to a kind of awareness of the 
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world. This section looks into such an awareness of the world represented in authoritative 
documents and in thesis data. In Group D, a perspective consciousness, which stresses 
non-universality, is joined to and interprets the ideal aspect of the IB and the pragmatic 
pursuit for better vantages in global competition. While on the Taiwanese side, there is a 
merge of multicultural and international features of education observed from Group B.  
5.4.1 Rejecting ethnocentrism 
In the document Language and Learning in IB Programmes, it is suggested that 
intercultural awareness results from multilingual education. Due to the intertwined 
relationships between language and culture, learning a different language enables students 
to become interculturally aware and ‘decentred from any unilateral cultural-based 
assumptions and (to) continually question their borders of identity’ (p.4). As with 
international-mindedness, the cultivation of intercultural awareness is to prepare students 
for working with people from different cultural backgrounds (International Baccalaureate 
Organization, 2011). Such a view of intercultural awareness for decentring and questioning 
of identity border resembles Nussbaum’s (1996) call for cosmopolitan education. Reflecting 
on the situation of the US society, Nussbaum (1996) contends the importance of 
acknowledging ‘what in our practices is local and nonessential, what is more broadly or 
deeply shared’, and this should be achieved by ‘looking at ourselves through the lens of the 
other’ (p. 11). The associations of the word “awareness” in the thesis data of the IB case 
(shown as Table 5-5) also resonate with such an argument. The construction of 
intercultural relationship relies on the decentring from one’s own culture that sees it as only 
one of the perspectives of the world. 
 
Table 5-5 Collocates of awareness in Group D 
awareness 
global, cultural, students, international, intercultural, world, understanding, 
learning, ib, other(s), education, mindedness, teachers, perspectives, 
different, develop, knowledge, cultures, communication, skills 
 
Among the thesis corpus of the IB, there is a widely referred definition of global awareness, 
provided by Hanvey’s (1975, 1982) work, An Attainable Global Perspective. The following 
paragraphs firstly succinctly outlines the five dimensions in Hanvey’s (1975, 1982) global 
perspective, and then provides examples and analysis of how Hanvey’s concepts are taken 
up and facilitate the decentring argument in the thesis data. 
 
The five dimensions are proposed to contribute to ‘the formation of global perspective’ and 
are “attainable” for ‘young people in the US might actually be able to acquire in the course 
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of their formal and informal education’ (Hanvey, 1975, p. 2). The global perspective is 
defined along five dimensions (Hanvey, 1975, 1982): perspective consciousness, “state of 
the planet” awareness, cross-cultural awareness, knowledge of global dynamics, and 
awareness of human choices. 
 
Firstly, the perspective consciousness means one is conscious that one holds a particular 
perspective of the world, which is partial and not universally shared, and others have their 
perspectives that can be very different from one’s own. It is claimed that such a 
consciousness makes one’s worldview global. Western modernity and the feminist 
movement are types of such perspective consciousness. Secondly, “State of the planet” 
awareness is the knowledge of the world conditions and developments that goes beyond 
current mediation and representation. Hanvey (1975, 1982) specifies here some features 
that contribute towards distortions in our awareness, such as the way global media 
represents and distributes news and the limitations cast on the access to particular news 
sources and topics.  
 
The third dimension, the cross-cultural awareness emphasises accepting common 
humanness across different human groups. Hanvey (1975) makes a differentiation from 
“traditional peoples” who are ‘unable to imagine a viewpoint other than that associated with 
fixed roles in the context of a local culture’ and “modern peoples” who are ‘able to imagine 
and learn a variety of roles in the context of a national culture’, to the “postmodern peoples” 
who finally are ‘able to imagine the viewpoint of roles in foreign cultures’ (Hanvey, 1975, p. 
12). Here, Hanvey refers to a linear and concentric circular description of the development 
of global perspective from the inner circle “local culture” to the outer circle “foreign cultures”. 
The fourth dimension of global perspective is the knowledge of global dynamics, which is 
about the ‘comprehension of key traits and mechanisms of the world system’ (Hanvey, 
1982, p. 165). The last dimension, awareness of human choices, denotes the calculations 
between advantage and disadvantage in a global era that should transcend the level of 
nations and regions, which designates a transition from a pre-global to a global 
understanding. 
 
Hanvey’ work provokes significant attention and discussion in international education 
studies, which can be seen from the referencing of theses in both Group B and Group D. 
However, researchers in different groups put emphases on different awareness in 
Hanvey’s typology. Theses affiliated with the IB programs tend to discuss in more detail 
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and connect their international education phenomenon with the decentring dimension of 
global perspective. 
Drawing (implicitly or explicitly) on ideas from a pioneer in global education, Robert 
Hanvey, whose article titled "An Attainable Global Perspective" (1982) is widely 
circulated in these networks, many teachers expressed a desire for their students to 
develop what Hanvey calls "perspective consciousness," a realization that their view 
on the world is not universally shared, and others may differ profoundly. (D1113, 
p.38) 
Perspective consciousness has become a hallmark characteristic of attaining a 
global perspective. Hanvey argued that the way to create globally aware students is 
to teach them to understand, respect, and tolerate other perspectives. Most 
organization’s center on the concept of educating for global perspectives. (D1004, 
p.23) 
Conscious awareness of one’s perspective is a requirement in transcending the 
ethnocentric or group centric worldview. Hanvey, 1982, in his seminal article “An 
attainable perspective”, discussed the concept of “perspective consciousness” in a 
fashion that is very complementary to Wilber’s. Acquiring perspective consciousness 
(Hanvey, 1982), also known as the ability to question one’s own stereotypes, 
interrogate areas of one’s own cultural upbringing, and recognize that one’s own 
worldview is not universally shared, nonetheless equally valuable, is also the result 
of a positive international student teaching experience, and is a necessary factor in 
developing a global perspective. (D1513, p.28) 
These show a focus on rejecting a stance of seeing one’s own worldview as the only 
available perspective, which is Hanvey’s contribution on perspective consciousness in 
international education. And its following actions are pivotal as well, such as understanding, 
respecting, tolerating the other, and questioning one’s own culture. These correspond to 
the IB mission statement, which ‘encourage[s] students across the world to become active, 
compassionate and lifelong learners who understand that other people, with their 
differences, can also be right’ (International Baccalaureate Organization, 2014b). This 
represents the idealist aspect of the awareness discourse in international education. 
 
In addition to helping rejecting ethnocentrism, the awareness of other cultures and 
interconnectedness, on the realm of pragmatism, benefits students and their countries by 
enhancing meaningful participation to the global world. For example, the acknowledgement 
of the others in the world could keep students globally competitive. 
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Teachers and school leaders report a moral imperative to educate children at all 
grade levels and all achievement levels to be responsible global citizens with an 
awareness of the inter-dependency and inter-connectedness of a global society 
because of increased threats to future economic, environmental, and political 
stability all over the world. Additionally, the literature documents that if education 
reform efforts at the national, state, and local levels in the U.S. continue to ignore the 
unique knowledge, skills, and values students need in order to contribute to, thrive in, 
and sustain a global society, U.S. students will be left out of 21st century, 
knowledge-based jobs. (D1003, p.241) 
It has higher academic standards than the national curriculum, which needs to take 
into account the low-income public schools, while the IB does not. The IB evaluation 
system is certainly more modern than the multiple-choice based national ICFES 
exam, focusing on global awareness, thoughtful self-expression and analysis. 
Perhaps not as important to school boards but important to the social betterment of 
the country, the IB also helps students see beyond their national borders into a world 
that is growing smaller each year. (D1008, p.130) 
We see here the global awareness, in addition to the reflection of cultural centrism, can 
also entail the acquisition of better positions in the global world, which represents the 
pragmatic attempts of international competitiveness. As one of the IB’s former general 
director states, ‘the best educated workforce is no longer just internationally aware. It has 
an understanding of the major influences that have consigned the concepts of the 
independent nation state, national company and national economy to the history books. I 
have learned that students need to be globally aware.’ (Walker, 2006, p. 118). Such “global 
awareness” benefits cultivating “the best educated workforce”. 
It was unknown how the IB MYP influenced the success of one middle school in the 
state of Georgia. U.S. schools have not kept pace with their global peers, despite 
comprehensive educational reform since 1965 (Klein et al., 2012), and students’ 
performance in basic math and English language skills remain far below educational 
standards. Therefore, the United States must discover innovative ways for schools 
to become globally competitive. The IB has developed comprehensive global 
curricula emphasizing a holistic approach toward students’ academic, personal, 
emotional, and social success while encouraging intercultural awareness to 
participate in a global society. (D1415, p.76-77) 
Contrasting to the excerpts that addressing from the perspective of nation states, in 
Hanvey’s (1982) work, inter-cultural relationships are deliberately dealt with among “human 
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groups”, rather than nations. It is hardly feasible to see intercultural demarcations 
corresponding to international ones, since it can presume that one nation has only one 
culture. And the multicultural aspects of the society are overlooked. Yet, when it comes to 
international education, the inter-human group idea is, again, interpreted as inter-nation. In 
other words, nation state is taken for granted as the “unit” of human groups and the “global” 
is read as interactions and relations among nation states—an application of methodological 
nationalism. Cultural identity is thus equalised to national identity, a misread of 
multiculturalism due to methodological nationalism. Such equivalence suffers not only from 
regarding nation state as the conceptual container, but also from oversimplifying 
relationships between culture and nation state. 
 
In terms of intercultural/global awareness in the IB theses, there are two separate 
discourses. On the one hand, by referring to Hanvey (1982), it is an underpinning cultural 
cosmopolitanism that supports the cultivation of intercultural awareness. And there is also a 
focus on refuting ethnocentricity. On the other hand, as intercultural/global awareness can 
be also interpreted as knowing the world conditions, the education of such awareness 
becomes a means of stimulating international competitiveness. In addition to seeing 
international education as a means of preparing students for better positions in global 
marketplace, this pragmatic view arguably adopts methodological nationalism. Nation 
states are taken for granted as the basic units in the competitions. 
5.4.2 Cross-cultural consciousness 
The Taiwanese White Papers on international education were produced and released in 
two languages, Mandarin as the major official language in Taiwan and English that is 
almost treated as lingua franca. Across the two documents there seems to be an analogous 
usage of several terms, such as awareness, competencies, and literacy in the policy 
language of international education, while they are at times treated as synonyms. For 
example, the title of the English version uses “21st century competencies” to interpret and 
elaborate internationalising “rencai” (人才, talent people). And one of the goals of 
international education policy, international awareness, is translated from/into international 
“su-yang” (素養, competencies/literacy) in Mandarin, a term nowadays (re)created for 
translating “competencies” or “literacy” from English.  
 
From the perspective of policy texts, it is not clear if competencies in international education 
are more likely to denote skills, capabilities, literacies, or a kind of awareness. This 
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ambiguity also shows in the description of international awareness: ‘it is our goal to educate 
students to become globally literate and proficient citizens, especially in their understanding 
of the various cultural and global issues that they will have to face’ (Ministry of Education, 
2011a, p. 3). Here, international awareness is seen as a kind of competency, yet defined as 
being “globally literate and proficient”.  
 
While the concept of international awareness in the policy documents is vaguely 
represented and defined, in Group B theses, consciousness is more frequently used, 
instead of awareness. And both words share similar meanings, whose definitions share 
psychological base, on the one hand. On the other hand, thesis corpus also shows the 
similar connotations of awareness/consciousness and su-yang. Since, as shown in Table 
5-6, they are associated with similar groups of words. Based on the analysis of the thesis 
corpus, following paragraphs discuss how the associated words function in defining 
awareness, consciousness, and su-yang. 
Table 5-6 Collocates of awareness and su-yang in Group B 
Awareness/consciousness su-yang (competency/literacy) 
culture, international, global, multi-, citizen, 
self, student, capability, education, 
cross-culture, world, cultivate, nation, aspect, 
society, curriculum, horizon, responsibility, 
develop, learn, indigenous, meaning, issue, 
competency, understanding 
citizen, international, world, global, student, 
culture, education, multi-, study, 
cross-culture, cultivate, responsibility, 
teacher, capability, junior high, identity, 
nation, promote 
 
The wordings of awareness, consciousness, and su-yang are often elucidated with 
multiculturalist concepts in the international education discourse. For example, pursuing 
harmonious international interaction with “cultural consciousness”:  
‘Education’ is to realize this harmony through the power of education, and to get 
along well with people in other countries… when it expands to every country in the 
world, (we) thus become a big global family. Every member in this family knows, 
understands, respect, and tolerate each other, which leaves everyone autonomy to 
self-fulfilment. The core of multicultural education is to make students, in the 
cognitive domain, hold the cultural consciousness that can understand, identify 
themselves with, and be willing to preserve their cultures. Besides, through learning 
knowledges from other cultures, multicultural education should make student 
understand different ethnic groups and the multiplicity of world culture. (B1413, p.13) 
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The family harmony as a metaphor of world peace is suggestive of the logics presented in 
Chinese classics30. And this is combined with the modern concept of self-fulfilment. At the 
same time, the international education is in an analogy with multicultural education, a 
certain kind of “cultural consciousness” represents the linkage. 
 
In relation to the case of cultural consciousness, it is arguable that the language used in 
international education resembles that of multicultural education in Taiwanese context, 
because of the shared multicultural theorisation. This can be found in Liu and Chen’s (2000) 
work, whose idea of culture influences the international education theses in Taiwan. 
Deriving from several Anglo-American scholars’ works31, Liu and Chen (2000) propose four 
groups of goals for their multicultural curriculum design and place them in a chronological 
sequence: own cultural consciousness, multicultural consciousness, cross-cultural 
competency, and citizenship consciousness and responsibility.  
 
It was a curriculum design for aboriginal students, and the focus on the self aims to improve 
the weaker cultural identity among many aboriginal students (compared with their Han 
peers). Hence, they suggest implementing multicultural education from knowing and 
identifying oneself with one’s own culture as the first step, and then followed by 
constructing multicultural consciousness. Multicultural consciousness here is the 
acknowledgement of cultural diversity and eliminating stereotypes and prejudice, which 
include the knowledge of equal positions of different cultures in the world and de-centrism 
of one’s own ethnicity, gender, and class. And then the cross-cultural competency 
comprises the multicultural perspectives and the competency of inter-group relationships. 
Multicultural perspectives denote the ability to think and analyse critically across different 
cultural groups perspectives, while the inter-group relationship is based on interpersonal 
relationships, which emphasise collaboration with peers in different cultural groups. The 
final aspect is citizenship consciousness and responsibility, which contains the competency 
                                               
30 ‘The ancients who wished to illustrate illustrious virtue throughout the kingdom, first ordered well their own States. 
Wishing to order well their States, they first regulated their families. Wishing to regulate their families, they first 
cultivated their persons (themselves). Wishing to cultivate their persons, they first rectified their hearts. Wishing to 
rectify their hearts, they first sought to be sincere in their thoughts. Wishing to be sincere in their thoughts, they first 
extended to the utmost their knowledge. Such extension of knowledge lay in the investigation of things’ (Confucius, 
1869, pp. 357-358). The illustration of illustrious virtue, in Confucian school, is the best way to govern people. The 
underlying logic is that, once you ‘let your evinced desires be for what is good, and the people will be good’ (Confucius, 
1869, p. 258), and there is no need for draconian laws.  
31 This list includes works from James A. Banks, Christine Bennett, Christine Sleeter and Carl Grant, Sonia Nieto, and 
Pamela L. Tiedt and Iris M. Tiedt. 
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of social action and accommodation with modern democratic society, from which an 
open-minded worldview is formed. 
 
Similar to Banks’ (2006) multicultural continuum, Liu and Chen’s (2000) multiculturalism, 
which originally focuses on domestic multicultural relationships between different cultural 
groups, is applied to the cosmopolitan attempts to address transnational relationships 
beyond borders. The deterritorialised multiculturalism starts from the self-recognition or 
self-confirmation of minor groups in the society of diverse cultures. And it elaborates 
multiculturalism as cosmopolitanism in transnational situations. 
 
However, we see here different associations between the case of the IB and that of Taiwan. 
Compared with Hanvey’s (1982) emphasis on perspective consciousness and 
cross-cultural awareness, which presuppose the affirmation of one’s own culture and 
places stress more on the reflection on particular cultures being partial rather than universal, 
Liu and Chen (2000) focus more on the recognition of students’ own cultures as the starting 
point. This emphasis on self-recognition and the self-other pattern is revealed in both policy 
documents and theses on Taiwanese international education. 
International su-yang: International education should be implemented in an order. 
(We) should create students’ international awareness based on their national identity, 
through their learning for foreign languages, cultures, and related global issues 
(Ministry of Education, 2011b, p. 5).  
The competency of world citizen is to nurture the integrity of knowledge, mindset, 
and action and make student an active world citizen. In terms of the knowledge of 
global citizen, it means they are able to recognize the changes in global system, the 
interconnectedness, the complexity of global development, and respect for other 
cultures. And at the same time, they know their home culture and the relationships 
between their own cultures with the others in the world. (B1103, p.33) 
Global education should start from knowing one’s own culture, which have students 
know, love, and respect their home culture and foster them with indigenous 
consciousness and patriotism. They need to know the historical, geographical, 
political and sociocultural position of Taiwan in the international society, and through 
knowing the special international position of their country, recognize their 
responsibility to global prosperity. (B1201, p.6-7) 
Self-recognition is embedded in the international education texts under a particular 
construction of multiculturalism, which emphasises integration in a culturally diverse society. 
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Under this analogy of multiculturalism and cosmopolitanism, the world is compared with 
society. In this vein, the “minor group” is no longer indigenous groups in the multicultural 
society, but rather, the Taiwanese society in the international society. It is arguably an 
analogy between Taiwan and the minor group. 
5.5 Conclusion 
This chapter has compared the international education in the IB and in Taiwan from the 
perspective of curriculum. Authoritative texts and thesis texts were utilised in the analysis. 
In the IB’s educational blueprint, multilingualism and intercultural understanding, along with 
the global engagement, define the foundation of international education. The cultivation of 
international-mindedness, which is reified as ten attributes in the learner profile, is put as a 
core feature of the IB curricula. The analysis of learner profile indicates that multilingualism 
and intercultural understanding are the most distinctive elements in IB’s 
international-mindedness. They are reified as the emphasis on communication and the 
rejection of ethnocentrism.   
 
For IB educators, to better communicate with other people, it is important to acquire 
knowledge about the other people and their cultures and to be capable of using technology 
to assist in doing so. The notion of being digitally literate, which is also emphasised by other 
educational organisations, complements this rationalisation. And it is the “perspective 
consciousness” that underlies the knowledge of others. Such consciousness refuses 
ethnocentrism and stresses instead the partiality of our knowledge. This awareness not 
only depicts the cosmopolitan foundation of international education, but is also a means for 
enhancing students for better positions in global competitions.  
 
On the other side, Taiwanese international education policy comes from an implicit 
borrowing of the IB. There are four dimensions in the Taiwanese observation of the IB: 
nationalism, internationalism, globalism, and cosmopolitanism. And they correspond to the 
four goals of the policy: national identity, international awareness, global competitiveness, 
and global responsibility. Although not appearing as one of the four goals, cross-cultural 
communication is repeated in the definitions of different goals, and hence is a pivotal 
constituent of international education. And the analysis of thesis data indicates, using 
foreign/English language “determines” or “defines” the “international”. 
 
Finally, the scrutiny of the cultural aspect of international education revealed that the 
internationalism of the Taiwanese case derives from a relocated multiculturalism, which 
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was originally designed as multicultural education for aboriginal students. From this 
perception, the globe is made analogous with a society with various diversities, and 
Taiwanese society as one of the minor groups in the international society, while 
self-recognition and affirmation are amplified and treated as the foundation of international 
education. We see here a very different feature from the emphasis on anti-ethnocentrism in 
IB’s case. 
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6 The discursive construction of globalisation 
6.1 Introduction 
After analysing several curricular features of both cases in Chapter five, this chapter 
attempts to further investigate and compare the respective conditions of IB and Taiwanese 
international education through analysing their construction of cultural borders, 
interpretations of globalisation, and the relationships between mobility and international 
education. The analysis is conducted by probing the intertextuality between the policy texts 
and thesis texts and also by looking at collocation and concordance in the corpuses of 
thesis data. The analysis of intertextuality looks at the reference, elaboration, or 
(mis)interpretation between policy texts and thesis texts. The idea of collocation and 
concordance offers insights regarding the composition and associations among different 
concepts. And through such an analysis the connotations of particular concepts are 
indicated.  
 
Four groups of data are included in the analysis: Taiwanese policy documents (Group A), 
theses regarding international education written by Taiwanese educators (Group B), the 
authoritative documents of the IB (Group C), and IB theses (Group D). In this chapter, 
Group A includes curriculum documents (such as the Curriculum Standards of Junior High 
Schools and the General Guidelines of Grades 1-9 Curriculum for Elementary and Junior 
High School Education), legislation documents (such as the Increasing International 
Horizons of Senior High School Students Plan), white papers (including the White Papers 
on International Education and the Improving Young Student Global Mobility Plan), and 
reports produced for policy formation (including An Analysis of the Implementation of 
English Village in Taiwan and Issue: How to enhance youth global mobility through 
involving international affairs and overseas experiences?). Group C consists of position 
papers published by the IB (such as Holistic education: An interpretation for teachers in the 
IB programmes and East is East and West is West), curriculum brochures (including The 
Diploma Programme: From principles into practice and The IB Learner Profile), and 
publications produced by key people of the IB. This latter group of source includes books 
and articles written by Peterson (1987), one of the founding figures of the IB, and former 
general directors of the IB, Walker (2006, 2010) and Hill (2002, 2007, 2010). In contrast 
with Group A and C that represent the authoritative texts, Group B and D are constituted of 
theses relating to international education practised in the IB or in Taiwan. Theses in Group 
B and D are incorporated into respective corpuses. The main focus of analysing thesis 
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corpuses is put in the rhetoric and conceptualisation of globalisation in the texts, instead of 
evaluating or synthesising the results of each study in respective contexts. 
 
The first section of this chapter looks at the tropes of globalisation in both forms of 
international education. In Taiwanese texts, the metaphor of “global village” first articulated 
by McLuhan (1962) is frequently utilised in depicting the condition of global coexistence as 
living in the same village. The global village is further elaborated and assumed in the 
discourse of international education. Contrarily, in the case of the IB, the 
interconnectedness and interdependence created by globalisation are seen as resulting in 
a changing and uncertain future. And such presupposition thus makes international 
education one of intelligible and desirable options. The second section analyses the cultural 
delimitations respectively embedded in the international education of the IB and Taiwanese 
system. In policy texts, the western features of the IB are differentiated through making 
contrast with the eastern educational elements, while in thesis texts, the IB is represented 
as western modernity. In Taiwanese international education, an observation of 
pan-Sinicisation is illustrated in relation to the concentric circular conception of 
“Taiwan-China-Asia-world”. The third section of this chapter discusses the relationships 
between mobility and international education. In Taiwanese international education, on the 
one hand, the pursuit of global mobility emphasises the enhancement of cross-border 
employment. On the other hand, IB education reveals an education of and for mobility, 
which is represented by the composition and international transferability and recognition of 
credentials.  
6.2 The rhetoric of globalisation 
To strengthen the argumentation of international education, in both cases, particular 
images of globalisation are illustrated and elaborated. This section looks at the respective 
images of the global world represented in Taiwan and the IB. Taiwanese texts use the 
global village metaphor to depict a world of interconnectedness and interdependency. And 
the concept “glocalisation” by Robertson (1995) is reinterpreted as daily life practices with a 
global vision articulated in the design and implementation of international education. 
However, the growing global interconnectedness and interdependency are represented as 
uncertainty and diversity in IB texts. The international education is shaped as the resolution 
and preparation for the uncertain and diverse globalisation. 
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6.2.1 Villagers in the global world 
McLuhan (1962) uses the image of the global village to depict the creation of an 
interconnected world through the development of information technology. The concept of 
“global village” has subsequently become a popular metaphor for globalisation. Though it 
sounds somewhat clichéd for some researchers today, the global village as a metaphor of 
the coexistence and interconnection still frequently appears in Taiwanese texts. In policy 
documents, the White Papers define global responsibility, one of the goals of the 
international education, as ‘the responsibility towards the whole global village’ (Ministry of 
Education, 2011b, p. 5). ‘The perception of global village emerged. People recognise 
reinforcing international communication and improving well-being of whole humanity are 
every global citizen’s responsibility’ (p.2). ‘Taiwanese citizens in the 21st century need to 
be equipped with international perspective and the concept of global village and to increase 
their capability in joining international society and transnational competitions’ (p.3). The 
globe here is shaped as a collective whole, a pre-constructed community that everyone 
shares the responsibility to maintain its function. In theses, as shown in Table 6-1, the 
language surrounding the concept of global village stresses a kind of interdependence in 
globalisation. And this is companied by an elaboration of global collaboration, 
interconnectedness, and mutual trust and assist.  
 
Table 6-1 Collocates of global village in Group B 
global village world, cultivate, mutual*, dependent, mutual trust, concept, student 
* The boldfaced words are those frequently mentioned words associated with “global village” yet 
receive less frequency in general Group B corpus. 
 
The rhetoric of global village is most commonly used for emphasising the closer 
relationships created in globalisation. And this closeness is not limited to the relationships 
among individuals; other relationships are also included. The discourse of global village 
puts stress on the interdependency and the commonness, in which sometimes the 
differences and diversities are overlooked. 
The rapid development of technology has made global village a fact without 
contention. Globalization produces multiple challenges in human societies, such as 
environmental issues, human rights issues, food issues, and various issues about 
politics, economy and culture. These all reflect the huge impact of globalization. It 
creates close relationships between individuals, between human beings and 
environment, between individuals and societies, and between individuals and the 
world. As first line educators, (we teachers) cannot ignore it. (B1412, p.1) 
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The aim of education with a global perspective is to respond the coming era of an 
interdependent global village. Through such an education, we hope to expand 
students’ global vision, and the knowledge, attitude and skills needed in 
globalization. Under this education, they can develop actions for caring the world 
and realize those actions in daily life. The caring actions thus become 
cross-boundaries, aiming for global welfare. (B1005, p.14) 
The “village” metaphor not only connotes that people have access to the knowledge of 
other people far away geographically, but also means they live interdependently together 
as in the same “village”. However, the strengthening of living in the same world can lead to, 
in some examples, the overlooking of differences. With the presupposed human community 
as a whole, the diversity in various fields as the constituents of “village” seems ignored. 
Nowadays, the issue of globalization has become well aware of in various fields, 
such as politics, economy, culture, technology, and environment. The whole world 
becomes a global village under the same context. (B1111, p.1) 
Both MoE’s international education policy and Taipei’s global education policy 
attempt to enhance students’ abilities for understanding the international and global 
affair. However, the major difference is that MoE’s international education bases on 
interactions among nations, while Taipei’s global education bases on interactions 
among individuals. The concept of global education scales down from nations to 
individuals can better represent the borderless feature of global village. (B1313, p.3) 
The increase in connections and dependency are further elaborated as the tendency of 
homogenisation: a “borderless” world of “the same context”. This trope of village simplifies 
the image of global world. Since individuals are seen as people living in the same global 
villages; in this rhetoric, everyone shares similar concerns, facing similar challenges, and 
should collaborate for coping with global problems. 
The general goal of the policies is to produce future Taiwanese global citizens. So 
they will be able to know, respect, and appreciate different cultural groups, including 
those in their own country and other places in the world. They should recognize the 
world as a whole global village and construct a common consciousness of 
interdependence, mutual trust and mutual assist. This is the foundation of global 
education. (B1109, p.25) 
Summarizing researchers’ definitions of global education, this research defines 
global education as an education the equipping students with knowledge, skills and 
attitude for living in the global village. The global village is shaped by the 
globalization, and this changes the interactions between individuals and between 
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nations: there is an increase of interdependence. Global education is to enable 
students to cope with global changes and connection with the world, to make them 
actively face the global challenges together, to effectively participate global activities 
and duties for the betterment of human lives. Hence, global education means 
educating people to become responsible world citizens and realize themselves as 
part of the world. (B1201, p.6) 
People in all corners of the world are living like a family. Future global citizens should 
take up their duties, participate in public affairs, concern for other people, pursue 
justice, and act according to the global ethics of care. (B1109, p.55) 
The elaboration of a global village in the Taiwanese case goes beyond the apparent 
overcoming of distances and increase of access to information elsewhere. Living in the 
global village is associated with an ethical sense: the residents of the village recognise the 
common challenges and collaborate together, trust and help each other to overcome these 
challenges. Similar to Nussbaum’s (1996) cosmopolitan advocate of recognising other 
people as our “fellow city-dwellers”, other global citizens here are regarded not as foreign 
people out there in other countries, but as people with whom we have closer relationships. 
However, different from the cosmopolitan perspectives that pay the primary identity to 
common humanity (Nussbaum, 1996, 1997), Taiwanese international education is 
developed from an extension of national identity. As the last excerpt illustrated, the 
expectation of global ethics correspond to the social ideal: ‘all within the four seas will be as 
if one family’ (Hsüntze & Dubs, 1973, p. 95). In the Chinese classics Hsüntze, this ideal of 
making people live as a family would be fulfilled only with the dissemination of merit of the 
Confucian thoughts: loyalty, faithfulness, benevolence, and being an altruistic person.  
 
In addition to the global village, there is also a resonance with “thinking globally, acting 
locally” in international education theses. The global-local relationship is reinterpreted and 
applied in the themes and activities in curriculum design. In some Group B theses, “thinking 
globally, acting locally” is translated as the teaching of global vision/perspective and the 
practice of local action. 
Hence, this study discusses water resource from the aspect of global education, 
tries to let students understand the issue of water resource has become in fact a 
global rather than local problem. And finally students are assigned to organize a civil 
action for provoking the public concerns about the problem of water resource, which 
is the local action of supporting the global water issues. The researcher thus 
developed the teaching project of global water resource issue with the civil action 
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approach. And through the implementation, students level of considering problems 
are advanced and they also become active in being involved in issues surrounding 
daily life. (B1106, p.6) 
The fourth phase: glocal action. This phase is an important step in global education. 
Through teacher’s leading in the curriculum, students can equip the ability to think 
globally. And after becoming volunteers in the NGO, they actively investigate global 
issues in their daily life. (They are assigned to) design practical global actions and 
realize them, and this is so-called local action.  (B1005, p.43) 
In terms of spatiality, the boundary that demarcates the global and the local characteristics 
here is interpreted as the distance between knowledge and hands-on activities. Such a 
rhetoric usage of “glocalisation” enables the combinations of knowledge/practice and 
global/local to be regarded as international education or the internationalisation of curricular 
design. Similarly, for school leaders, the glocalisation of school leadership denotes ‘the 
incorporation of international vision into school-based development’ (B1111, p.30) in 
leading both teacher and administrative teams.  
…(We should) encourage schools implementing school-based international 
education curricula. Schools develop curricula according to their own conditions, 
expectations from the communities, characteristics of student population, and 
students’ needs, etc. International education has to be combined with localization: 
start out from hometown and locale and bridge to the world. (B1202, p.91) 
The school-based development indicates the correspondence of local cultural specificities, 
which has been developed as part of the indigenisation and decentralisation movement in 
education reform since the 1990s.32 While decentralisation of education focuses on the 
giving school agency in curricular development, indigenisation emphasises the connection 
between education and local contexts. The concept of “glocalisation” is conducted for 
linking the internationalisation and indigenisation movements in this vein. 
 
The global village metaphor in Taiwanese texts is elaborated as the condition resulting from 
globalisation, under which closer global relationships are constructed. And hence there is 
an ethical demand for being caring, mutually collaborative, and willing to assist others. 
Besides, the global-local relations are interpreted not only in geographical sense, but also 
according to an analogy of knowledge about the world and school-based projects/activities. 
What we can see from the thesis data is that, with the interpretation of “glocalisation”, the 
internationalisation and indigenisation of education are merged. 
                                               
32 See also the first footnote of Chapter one or the following section of this chapter for details. 
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6.2.2 The image of globalisation 
Walker (2006), a former general director of the IB, also defines international education as 
an extension of national education, which involves educating “citizens of their own 
communities”. And he argues the phrase “think globally; act locally” illustrates this 
phenomenon. However, instead of observing the convergence and commonness of 
globalisation, it is the difference and diversification that are emphasised in his idea of 
international education. International education initiates learners to realise different values 
held by other cultures and to appreciate the differences, and ‘introduces an element of 
complexity, even uncertainty, into the process of learning, both for the teacher and the 
learner’ (p. 8). In thesis corpus of the IB, international education is acknowledged as a way 
of equipping students with global competencies and making them future global citizens with 
global mindedness. The wording of “global” is used to modify several concepts, as shown in 
Table 6-2. 
 
Table 6-2 Collocates of global in Group D 
global* 
education, citizenship, students, mindedness, international, perspective, world, 
school, issues, competencies, schools, society, development, citizens, 
dimensions 
* The range of search includes the word “global” with various suffixes, such as globally, globalised, and 
globalisation. 
 
Similar to the language of the “global village” in Group B, in the thesis data relating to the IB, 
globalisation is frequently associated with growing interconnections and interdependence. 
And international education is designated to teach such knowledge of globalisation and to 
promote collective actions upon certain “global issues”. 
Teachers and school leaders report a moral imperative to educate children at all 
grade levels and all achievement levels to be responsible global citizens with an 
awareness of the inter-dependency and inter-connectedness of a global society 
because of increased threats to future economic, environmental, and political 
stability all over the world. (D1003, p.241) 
To be a beneficiary of a true international education means to display a genuine 
awareness of the interdependence of countries and people, to be able to see one’s 
own culture, language, and nation in a global perspective, and to be able to 
recognize and rejoice in diversity. (D1203, p.22) 
The task of international education is thus presented as enhancing students’ awareness 
and understanding of such characteristics of globalisation, and preparing them for the world 
of diversity. And this preparation includes particular knowledge and attitudes. As Popkewitz 
(2009) argues, in the globalist rationalisation, it is naturalised that there are no boundaries 
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of such globalisation and global problems, and the knowledge about them ‘has no particular 
roots or provincial values’ (p.259). 
Admittedly though, more important than simply knowing their geography, it is 
essential that our students can appreciate and are tolerant of divergent perspectives 
and understand the interconnected nature of the 21st century global community. In 
order to solve modern global issues, the citizens of the world must be able to work 
together. (D1004, p.8-9) 
The role of education in the 21st century continues to develop and evolve alongside 
the rapidly as the multi-dimensional forces of globalization and educational leaders 
are struggling to keep up with the pace of change. In addition, a plethora of 
challenges have arisen related to how to best prepare students to be knowledgeable, 
compassionate, active and responsible citizens in a globally interconnected society. 
With this in mind, conversations related to the internationalization of education and 
the development of an education that is international has come to the forefront of 
social, economic, political, and cultural, agendas around the world. (D1225, p.49) 
The interconnectedness of globalisation also denotes a changing future. Hence, the 
interconnectedness of globalisation implies not only the need for knowledge about other 
people, cultures, and societies, but also particular attitudes and collaboration. Education 
thus is assigned to prepare students for solving changing, complicated, shifting, yet 
ubiquitous global problems. Solving global problems becomes a means that ‘operate(s) 
through particular principles of reflection and action that connect individuality to collective 
belonging’ (Popkewitz, 2009, p. 259).  
 
This position of acting upon “global problems” resembles UNESCO’s rationale for 
implementing global citizenship education (UNESCO, 2014). However, while UNESCO 
calls for “cooperation and collaboration among countries” for solving cross-boundaries 
problems, the IB puts more emphasis on the individuals. One of the attributes that students 
are educated with is being “risk takers” (International Baccalaureate Organization, 2013b). 
The "global citizen" represents the character ideal of this reform movement, and it is 
the kind of person that is equipped with the right sensibilities, skills and knowledge to 
thrive and be an agent for change in the "new" world. The new global society is a 
world of rapid change, complex problems, and shifting solutions. For this 
environment, according to these educational reformers, the ideal is to be a flexible 
thinker, an inquirer who is innovative and creative in his or her approach to learning 
and the acquisition of knowledge. (D1113, p.71) 
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Our global society is changing rapidly on many fronts. … Furthermore, much of this 
change is occurring at a rapid pace when compared to the longer history of mankind. 
In this ‘21st century climate’ we have created, a formal education system that that 
prepares young people to handle change is imperative for not only our current 
students, but indeed, for the future of our society as a whole. Where schools have 
many influences from different cultures, religions, political regimes, educational 
theories and so on, this is a difficult task indeed. (D1007, p.12) 
In the rationale and agenda of international education, as represented in the case of the IB, 
a particular language of globalisation is conducted, which points to the uncertainty and 
unpredictability of the future. And since national education becomes “international” 
nowadays due to the fact of globalisation, Walker (2006) contends, international education 
can be a source for national education ‘who want to address more effectively their growing 
global responsibilities because we can no longer be satisfied with national responses to 
challenges that have to be viewed in an international perspective’ (p. 63). It appears to be 
presupposed not only do the problems have ubiquitous effects, but also that the creation of 
global citizens, who extend their responsibilities from the immediate communities to the 
world, would be the attainable solution to global problems. Problem solving becomes a 
quality for the global citizens, which leads out a path to the future of the homeless minds 
(Popkewitz, 2009). By “the homeless mind”, Popkewitz (2009) points to a product of 
cosmopolitanism that inscribed in contemporary discourse of globalisation, which 
participates in ‘social structures and imaginaries that appear without historical and cultural 
specificity and without geographical boundaries’ (p. 247). 
 
The interpretations of globalisation reveal that, the international education of the IB and of 
Taiwan commonly stress interconnectedness and interdependence. However, in 
Taiwanese texts, the image of a global village is elaborated and associated with building 
closer relationships with other peoples in the world, and the diversity accompanied by the 
growing interconnectedness is given little attention. Besides, through the term 
“glocalisation”, it becomes possible for daily instructional activities and local school 
specificities being linked to the knowledge of the outside world. While on the side of the IB, 
the changing and uncertain representation of globalisation is stressed, and the creation of 
global citizens is seen as the solution to living in such a global world. They are the 
“homeless minds” that hold knowledge of the ubiquitous globalisation, and problem solving 
skills become a necessity for living in the unpredictable future. It seems like the common 
vision of international education, at least as shown in the two cases here, is to make 
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students accommodate themselves well in a borderless world. However, when looking at 
the rhetoric of education, we can see the presupposed apartheid and dissociation 
represented in the current global world. 
6.3 Bordering 
In addition to the cosmopolitan ideal of building the global community as a whole, there are 
several boundaries engendered in its construction. This section discusses the embedded 
divisions within the conceptualisation of international education. In the case of the IB, which 
notices and acknowledges the diversities and complexities of globalisation, we see a 
particular cultural positioning and differentiated representation through a position paper 
(Walker, 2010). In the Taiwanese case, under the concentric circular conception, there is a 
tendency of pan-Sinicisation embedded in the discourse of international education. This 
embedded Chineseness functions as both the mediation and the hinder in the 
conceptualisation of international education. 
6.3.1 The East is East and West is West 
In Chapter five, it has been pointed that there is an equalisation between international and 
intercultural in the discourse of IB’s international education. It is also argued that, through 
such a wording international differences are interpreted as intercultural divisions. This 
section looks into the description of the division of cultures and how that affects the 
construction of international education, as represented in the case of the IB, are reiterated 
and elaborated from different aspects. The IB positions itself in the tradition of western 
liberal humanism, along with most international schools, although international education 
institutions, include the IB, are used to describing themselves as multicultural in terms of 
student population and staff (Walker, 2006). 
 
There has long been awareness of the inherent tension between the western orientation 
and the ideal of internationalism in IB education. The IB has been criticised as ‘not 
genuinely international enough, too Western-oriented and too academic’ (Peterson, 1987, p. 
199). Peterson (1987), for example, talks about the “Eurocentric” bias in the IB in relation to 
two aspects. On the one hand, IB education is dominated by the entrance requirements of 
European universities. This is because most students who choose the IB seek to enter 
universities either in Europe or in North America. To develop curriculum in accordance with 
these entrance requirements, the education is thus intrinsically Eurocentric. Even if some 
students aim at entering higher education in other systems, Peterson (1987) contends, 
most of those universities structure their courses along the European university model as 
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well. In other words, from the perspective of the IB, there is a common world culture that 
influence universities everywhere. And such a “common” world culture in higher education 
is presumably European. The western-orientation of IB education results from the 
isomorphism of European higher education. On the other hand, Peterson (1987) also 
observes the Eurocentric bias in the content of syllabuses in courses relating to language 
and society. Although seeing the need for re-examination of the IB course to ensure “more 
internationalism” and “less western orientation”, there were difficulties regarding the limited 
recruitment of teachers from other cultures at the time of Peterson’s (1987) work. There 
were also similar reflections upon the Eurocentric nature of the IB curricula and the 
“national make-up of the body of Chief Examiners” in the 1980s within the IB (Tarc, 2009, p. 
67).  
 
Yet, this attempt for changing the westernised orientation of the IB seems to have remained 
at the stage of awareness of the problem. A position paper published in 2010, for example, 
signals that the philosophy of the IB has a strong foundation in western humanist values, 
which may work against other non-western cultures, such as cultures in the Asia-Pacific, a 
region in which the IB has experienced rapid growth in recent years (Walker, 2010). 
Although there are still lots of non-western societies that the IB schools are located in, 
Walker (2010, p. 7) lists four ‘(e)astern attitudes [that] differ markedly from those of the 
West’: a concern for the group rather than the individual, respect for authority, a holistic 
view of the world, and an aversion to risk. And these distinct characteristics make the 
eastern education differ from the western education that the IB provides. However, this 
differentiation of the East against the West not only polarises cultures with cliché 
impressions, but also adds no clarification to the western characteristics of the IB. Such 
characterisations also essentialise both the East and the West. 
 
On the one hand, the four eastern attitudes reflect a relatively old-fashioned view of the 
East (if there is a unified East at all), and even reveals a doubtful attitude through the 
writing. Take the holistic view for example (Walker, 2010, p. 8):  
There is much evidence that those from Eastern cultures “see the whole picture” 
when confronted with an issue. When something goes wrong they are more likely to 
examine the context of the problem than blame the individuals involved and they 
seem better able to live with complex shades-of-grey conclusions than their 
black-or-white Western counterparts. 
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It is questionable if the acceptance of “complex shades-of-grey” on the East side is more 
holistic than “black-or-white” view of the western counterpart and if “black-or-white” 
represents the nature of the West. Besides, the holistic view should not be all-or-none. 
Given the IB aims for holistic education (cf. Hare (2010); International Baccalaureate 
Organization (2009)), it is not clear how well-contrasted the two “holistic” views are here.  
The IB has always sought to encourage a sense of balance in its programmes to 
which the term “holistic” is sometimes applied. Indeed one of the ten learner profile 
descriptors is “balance” … (Walker, 2010, p. 8) 
From looking at the visual, what I surmise is that the IB curriculum is aimed at 
educating a well-rounded individual - one who is exposed to a variety of academic 
disciplines, encouraged to think and write critically, taught to value service to the 
community, and provided an avenue for character education. (D1004, p.90) 
The IB also pursues a holistic view in education and wants to produce human beings who 
are “well-rounded individuals”. It also works with an oversimplified distinction between the 
West and the East.  
 
On the other hand, as the title of the position paper “the East is East and West is West” 
suggests, it contrasts the West with the East rather than looks at them as interrelated and 
inter-constructed. The difficulty of defining both the West and the East is not addressed. 
Moreover, the fact that not all non-western cultures belong to the “East” is overlooked. The 
author tries to moderate this stance by saying that: 
Over the years a slow process of osmosis might occur across the cultural East–West 
divide until the point is reached where a student submits an extended essay entitled 
The Cultural Other: A Study of Western Humanism. (Walker, 2010, p. 9) 
Yet, this strengthens again the impression that the East and the West are hermetically 
sealed counterparts of each other. Nevertheless, rather than contrasting the West with the 
East, some thesis authors tend to associate a group of particular concepts to capture the 
“western” approach of the IB, which is different from Walker’s (2010) notion of western 
humanism. 
 
In contrast to representing cultural division and positioning apolitically, as shown in the 
publications by influential people of the IB, cultural differences seem reflected and 
delineated in theses along with what Mignolo (2000) refers to as the “border thinking”. That 
is, replace cultural relativism with the reflection of colonial difference and consider the 
making of cultural frontiers and exteriority. In the thesis corpus, the “West” of the IB is 
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reflected in relation to the language, capitalism, and modernity. In following paragraphs, 
with several excerpts of thesis, such a reflection is discussed. 
 
For schools located in countries other than Anglo-American ones, English as the instruction 
language makes IB programs look “western” and thus IB is branded as “international” or 
“multilingual”. 
I should also note that my data have a decidedly Western feel to them. Although 
three schools in the sample are located in Asia, all of the schools are Western in 
their educational approach (they are structured around British or American systems, 
English is the language of instruction). (D1113, p.12) 
… I see international schools in India not so much as a typology (though this has 
been attempted in my analysis but rather as being on a continuum (adapted from 
Hayden, 2006: 15-17). However, all schools in the population are, by definition, 
English-medium of instruction, IB curriculum schools, at least in part (i.e. following 
one or more of the three available IB programmes), a curricula that have been 
‘imported’ albeit adapted, and which are, as Poore states ‘Western, liberal, humanist 
curricula often packaged as international’. (D1202, p.117) 
Instead of comparing with any other cultures, there are some distinct features that illustrate 
some other features associated with the West in addition to the language used in schools, 
such as modernisation, imperialism, neoliberalism, and capitalism.  
The danger of neo-imperialism influencing international education then is a 
perceived threat that requires attention. The transnational nature of the IB 
organisation does put it in a good position to be vigilant to this threat, although a 
review of the history of the development of the IB (such as by Peterson 2003) 
exposes the IB roots as being developed largely from Westernized educational 
philosophies. (D1007, p.39) 
Its current forms, at least those examined in this study, are rooted in the 
particularities of the Western modern project, and are thus beset with the challenges 
of late modern individualism and capitalism. To the extent that proponents of global 
citizenship education do not acknowledge its highly particularistic moral vision, it 
risks being a tool for cultural imperialism and will have significant barriers to its lofty 
universalist ambitions. (D1113, p.5-6) 
These excerpts reflect upon western features underlying internationalism that is used to 
take for granted as the universal characteristics of the world. And based on that reflection, 
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westernised education and its complicity with human capital and neoliberalism are also 
pointed out. 
While many schools will see the international character of the IB as appealing, this 
may not be the case across the board. For some schools, the principle value of the 
IB may lie in its role as a passport to entrance at prestigious universities rather than 
its cosmopolitan values. This may lead to pressures to dilute these aspects of the IB 
programmes, and it is arguable that this is already the case with the IBCC. While the 
IBCC may represent a commendable effort to bridge the academic-vocational divide, 
it could also be indicative of a new trend of capitulation to a ‘human capital’ agenda 
rather than one of cultivating tolerance, international-mindedness and 
cosmopolitanism. (D1403, p.43) 
Examining how my experiences coordinating a service-learning program at an 
international school in China reflects the continued existence of systemic colonial 
power imbalances, I show how imperialism currently operates through the 
proliferation of the Western economic, cultural and linguistic ideology at the heart of 
the curriculum. Furthermore, this Western, English-language curriculum is delivered 
to an economically privileged and mobile population of a globalized labour force. 
(D1516, p.45-46) 
In other words, the “western” elements in the IB have already been noticed by at least some 
educators as neo-imperialist. For these educators, it is not necessary to put the West as a 
cultural other in order to rethink its role in the world. The differentiations of languages, 
capitalism, and modernities are more useful in thinking about the demarcations in the IB’s 
internationalism. 
 
In Chapter five, we see an overwording of concepts in the policy documents, such as 
international, intercultural, and multilingual. As former deputy director general, Hill (2007) 
also indicates the multicultural education and international education should be seen as 
twain fields, in which intercultural understanding is the common aim. In terms of the 
rationale of international education as represented in the authoritative texts, it seems that 
the distinctions and relationships between cultures rather than between nations are more 
focused and developed. However, in thesis data, as discussed in Chapter five, when 
thinking about and referencing Hanvey’s (1982) “human groups”, instead of cultural groups, 
nation states become taken-for-granted groupings and basic components of the global 
community. The diversities and divisions of the world community, in this vein, are 
constructed through the differences among cultures. And we can see from the IB’s 
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internationalism that the IB places itself as the representation of the West. While Peterson 
(1987) sees the Eurocentric elements of the IB as problematic. Yet, it has been described 
as an unsolvable problem as there is an isomorphism of European higher education around 
the world. In position papers, the distinction between eastern and western education is 
discussed as culturally inflected. And the East-West demarcation is arguably naturalised 
and essentialised. In theses, the characteristics of the West embedded in the IB education 
is itself distinctive in terms of its presupposed representation of being international, of 
English language and of capitalism.  
6.3.2 Pan-Sinicisation 
While the IB positions its international education as a product of the West and represents 
the cultural divisions and diversification within the global community, Taiwanese education 
policies reflect the cultural and historical complexities embedded in the East/Chinese. The 
global community, in the rationale of the “Chinese”, is concentric-circularly constructed with 
a particular Chineseness, which is imagined larger than national community and to be 
placed against the West. Such an imagination should be assigned as pan-Sinicisation. 
What the term pan-Sinicisation wants to capture is a specific imagination of the global 
community. This imagination is derived from a view that there is a collective Chineseness 
embedded and shared by different East Asian societies. The prefix “pan-” signifies the 
societies such imagination involves are geographically broader than the nation state, China 
(PRC), and encompass today so-called the greater China region, on the one hand. On the 
other hand, the conceptualisation focuses on the diffusion of the Sino from a civilisation, 
identity, ethnicity, cultural tradition to a political implication reified in the construction of 
education policy. In this section, I firstly delineate how pan-Sinicisation characterises 
Taiwanese education policy and how such an imagination is embodied through examining 
thesis corpus. And then such an observation and interpretation of pan-Sinicisation are 
discussed with the research literature, such as the China factor and the settler colonialism 
in Taiwanese society. 
 
As illustrated in Chapter three, there is a concentric circular conceptual design in the 
Taiwanese Grades 1-9 Curriculum. It is an expedient product of the educational 
indigenisation. Different from the “indigenisation” of social science research communities in 
Taiwan that reflects upon the western academic impact, the movement of educational 
indigenisation in the 1990s advocated curricula for local knowledge and languages. That is, 
a process of being Taiwan-centric instead of Sinocentric in education. For consolidating 
and legitimising another “China”, the ROC, after 1949, the KMT government constructed 
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Sinocentric educational content and implemented it in Taiwan. For example, the aims of 
Civic and Moral Education were stated in the curriculum standards as ‘…to lay the 
foundation of reviving Chinese culture…to promote the exquisiteness of Chinese culture for 
the datong world (the peace of whole humanity)’ (Ministry of Education, 1985, p. 33). 
Working against such Sinocentrism, the aim of educational indigenisation in the 1990s is to 
dilute the educational Sinocentrism and add the “Taiwanese” elements in. It is initiated by 
local governments and originally implemented in primary and junior high schools, where an 
additional subject— native/indigenous education is taught. In 1997, prior to the launch of 
the Grades 1-9 Curriculum, a new subject for history, geography and citizenship education 
in year seven, titled “Getting to Know Taiwan”, was introduced to the national curriculum 
(Tan, 2000). As analysed in Chapter two, the emergence of “Getting to Know Taiwan” 
curriculum altered the formerly Chinese oriented perspectives and renovated the history, 
geography and citizenship curriculum with a concentric circular conception: “feet on Taiwan, 
reminiscence of Mainland China and eyes on the world” (Ministry of Education, 1994).  
 
For example, the core competence indicators 2-3-3 and 2-4-4 in the Grades 1-9 Curriculum 
Guidelines read (Ministry of Education, 2008): “to know past and present main cultural 
features of China, Asia, and the world” and “to know past and present interactive 
relationships between Taiwan, China, Asia, and the world”. This “Taiwan-China-Asia-world” 
perspective is also found in Taiwanese international education.  
The Social Study Learning Area aims at educating active and responsible modern 
citizens. Our education should be based on Taiwan and expand horizons to China, 
Asia, and the world, so as to initiate the ‘global thinking, local action’. Therefore, 
materials for each aspect of ‘Taiwan-China-Asia-World’ should be balanced. So 
students can recognize their cultures and their roles as world citizens. (B1208, p.32) 
Here, the global citizens in Taiwan are placed in a chain of relationships of 
“Taiwan-China-Asia-world”. Under this conception, “China” can denote ambiguously either 
another nation, that is, PRC, or the Chinese culture (the Han-Chinese culture, thus 
including Taiwan). In some theses of Group B, “China” is introduced as another nation in 
the world and incorporated in the organisation of international education. 
‘International knowledge’ in this research points to students’ knowledge and 
understanding about the cultures of countries that had hosted Olympic Games, such 
as the US, Australia, Greece, China, and the UK. The content includes students’ 
knowledge about their national flags, emblems, and the cultural background of 
Olympic Mascots. (B1311, p.6) 
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Our school was a school with only six classes. In New Taipei City, we experienced a 
growth in student population with immigrant background. Growing from one-eighth, 
nowadays half of our student population, one of whose parents are immigrants. We 
found our children whose mothers came from Vietnam, Mainland China, Philippine, 
Indonesia, and Malaysia. Vietnam and Mainland China are the majority. Originally, 
this (international education) course was designed because of this change of our 
student population. (B1313, p.104) 
In other theses, “Chineseness” designates the Han culture, and is regarded as one of the 
main cultural traditions in Taiwan. 
There was a group of teachers and students visiting our school in 2005. Visiting 
students were offered a series of curriculum about traditional Chinese and 
Taiwanese culture, such as spring couplet calligraphy, seal carving art, Chinese 
opera facial mask, kirigami, teaism, and introduction of aboriginal culture. So they 
could enjoy and experience traditional Chinese, Taiwanese cultures, and at the 
same time learn the aboriginal cultures in Taiwan. On the other hand, our students 
also expanded international horizon and learned Malay, Indian cultures in Singapore 
from them. (B1311, p.3) 
In either representation, the presence of China is subject to both cultural and political 
deliberations. It is arguable here that, the Taiwanese imagination of national and global 
communities, as represented in the curriculum, is influenced by pan-Sinicisation. The 
arrangement of Chineseness delimitates between the national and regional/global 
elements. And such Chineseness acts as the intermediary culture/nation in the 
‘Taiwan-China-Asia-World’ chain. 
 
After examining the thesis data, it is now necessary to look at the influence of 
pan-Sinicisation in authoritative texts about international education in Taiwan. The policy 
documents also reflect this ambiguity towards China. There is an inconsistency regarding 
whether or not to include educational activities about Mainland China into the field of 
“international” education. The policy of Increasing International Horizons of Senior High 
School Students Plan offered subsidies for overseas educational trips. Yet, trips to 
Hong-Kong, Macao, and Mainland China are excluded, as the eighth subparagraph of 
article 4 states: the subsidies organised in above seven subparagraphs are not applicable 
for learning and experiencing activities to Hong-Kong, Macao and Mainland region (Ministry 
of Education, 2009). The educational interactions with China are not seen as part of 
building “international horizons”. 
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At the same time, China is not seen as domestic as well. In the White Papers on 
international education, without mentioning the PRC or excluding China in the list of foreign 
countries, China is stated as “the Mainland, Hong-Kong and Macao region” in the section 
on expanding students’ global awareness (Ministry of Education, 2011b). The region of 
Mainland, Hong-Kong and Macao is in alignment with other regions: East Asia and 
Southeast Asia, the US and Canada, the European Union, Central and South Americas, 
African countries, and Australia and New Zealand. It is hard to tell from this policy text if 
“Mainland, Hong-Kong and Macao” are here referred to as a “region” or three parts of a 
nation. While apparently, in the White Papers, Mainland, Hong-Kong and Macao are 
included in the territory of international education policy. 
 
In addition to the scope of internationalisation policy, we can also see Taiwanese 
educational internationalisation discourse is constructed under pan-Sinicisation. The 
necessity of being internationalised is in relation to the confrontation and relationship with 
China. 
In the interviews, administrative staff in schools think this (the development of 
international education) is connected with our concern to globalization. Especially, 
the relationships between Taiwan and Mainland China should be dealt with in global 
perspective. We should also take into account Taiwan’s strategic location, 
international position, and how to develop friendship with other countries for having a 
foothold in the world. So we need to educate our students with international 
perspective and implement international education. (B1504, p.90) 
In the Mandarin version of White Paper, the enactment of international education is 
regarded as a solution to the problem caused by the “withdrawal from the UN”. 
Besides, since our withdrawal from the UN, Taiwan has been excluded and limited in 
participating in international events, and this results in lack of understanding of the 
international society. Therefore, as the development of globalization, education has 
to reconsider our stance, incorporate international elements into learning, and 
readjust our goals of education. (Ministry of Education, 2011b, p. 4) 
The withdrawal refers to the United Nation’s General Assembly Resolution 2758 in 1971, 
which recognised PRC, instead of ROC, and thus the PRC became representative of China. 
It is suggested, in other words, that the policy is designed for improving the international 
knowledge of Taiwanese students. And the lack of international knowledge is caused by 
the segregated status of Taiwan in international society, which results from PRC’s 
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substitution as the representative of China in the UN. Here, instead of regarding 
Chineseness in ethnic or cultural senses, it is the nation state, China (PRC), that is taken 
into account in the rationale of internationalisation policy. What can be seen in the policy 
realm is the intended ambiguity, which sees China not as a nation state, nor as non-nation 
state, and regards the relationship between Taiwan and China not as international, nor as 
domestic. 
 
The discussion of “China factor” in Taiwan as mentioned in Chapter two, which means an 
inter-state impact from PRC on the democracy of Taiwan (J.-m. Wu, 2009). Different from 
the argument of “China factor”, pan-Sinicisation here is the elaboration or reification of 
Chineseness within Taiwanese society. Such Chineseness has been developed from the 
ethnic, historical, and cultural indications to a particular political construction/community 
that influences the global imaginary as represented in the educational internationalisation in 
Taiwan. The impact of “China factor” refers to the transnational political influence of the 
PRC government.33 While in the case of Taiwan, such a political impact effects not totally 
out of the external forces of the PRC, at least in the field of education policy, the embedded 
pan-Sinicisation provides the ambiguous space in defining “China”, which in return fuels the 
political impact of China.  
 
At the same time, the articulation of pan-Sinicisation in education policy reveals the 
condition of “settler colonialism” in Taiwan (Shih, 2016). The predominant 
“Taiwan-China-Asia-World” chain represents the world particularly from a Han-Chinese 
perspective. From the aboriginal perspective, even the so-called “indigenisation” 
represented in the creation of “Taiwan-China-Asia-World” chain should also be a subject for 
decolonisation. As the discussion of settler colonialism in Chapter two shows, the dominant 
Han-Chinese culture in Taiwan is a settler adaptation of the imperial Chinese culture. 
Pan-Sinicisation presupposes, in the Taiwanese case, regarding Chinese culture identity 
(the settler coloniser’s identity) as the national/supranational identity.  
 
The cultural bordering works differently in IB and Taiwanese versions of international 
education. In the IB, the western characteristics make it distinguishable among education 
systems from other cultural contexts. The condition of the IB’s international education is the 
                                               
33 Recently such an influence towards Australia has also been noticed and reported by mass media, see in ABC’s The 
Chinese Communist Party's power and influence in Australia 
(http://www.abc.net.au/news/2017-06-04/the-chinese-communist-partys-power-and-influence-in-australia/8584270)
. 
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cultural division and isomorphism of western culture. While in Taiwanese international 
education, there is a ‘Taiwan-China-Asia-world’ cultural positioning. The cultural and 
political presence of China, or pan-Sinicisation, takes part in the conditions of international 
education in Taiwan.  
6.4 Education and mobility 
As a performative concept, globalisation implies an economic policy and the reign of 
commercialism (Bourdieu, 2003), as well as national education systems becoming subjects 
for internationalisation reform. Described as a “global war for talent” (Brown & Tannock, 
2009), a meritocratic competition has formed beyond national boundaries, which leads 
nations to adjust their policies for recruiting the most skilled individuals wherever they come 
from. For individuals, to be highly skilled and educated means to be more globally mobile in 
order to access the upper-most levels of the labour market (Brown & Tannock, 2009). And 
with the language of global mobility, international education places itself as the means to 
enhance advanced positions in global labour market.  
 
This section analyses the relationships between international education and 
global/international mobility reflected in the two cases. Based on the shared vision of 
intensified interconnectedness and interdependency, there is an emphasis on global 
mobility emerged in the two cases. However, the mobility and its relationships with 
education are discursively framed differently. The mobility of IB education is represented 
through different aspects, such as the international formation of students and staff, 
transferability of its credentials from one country to another, and entrance to the global job 
market. Compared with the IB, the Taiwanese scope of mobility for international education 
is elaborated in a relatively restricted sense. 
6.4.1 Education for mobility 
On the Taiwanese side, the implementation of international education is to generate 
students’ “global mobility” in local contexts (Ministry of Education, 2016). The aim is to 
make the education “locally internationalised”. That is, through internationalising the 
national education system, students can develop their “global mobility” without traveling 
abroad. One of the practices that noted in the White Papers on international education is 
the establishment and operation of “English village”. English village has already been 
implemented and will be continually funded under the internationalisation policy. It is 
arguably that setting up English villages fulfils the goal of “locally internationalised”. In the 
following paragraphs, the reification of locally internationalised education, which aims for 
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global mobility, is discussed through examining the policy of English village and the global 
mobility plan of the MoE. 
 
For creating an immersive English learning environment, dedicated theme-park-like English 
villages were established in South Korea (such as the Paju English Village), which attracted 
Taiwanese educators’ and local governments’ attention (V. W. Chang & Chen, 2009). The 
first three English villages were introduced in 2007 in Taoyuan. In two years, according to 
Chang and Chen (2009), there have been 22 villages established across different locales in 
Taiwan. English villages are founded in spare buildings and classrooms in public primary 
and secondary schools. Classrooms are decorated as clinics, shops, restaurants, hotels, 
post offices, airports, etc. with English signs. Some of those signs are from real-life 
situations, like gates, baggage, claim, and checking area in airports, while the other serve 
more like flashcards, such as seat, turnstile, metal detector, etc. Native English speakers 
are recruited as teachers/facilitators that initiate students to talk and interact with each 
other in English in that space. Funded by local governments, English villages become 
popular spots for primary students to take field trips with low entry fees, if not free. There 
are today more than 80 English villages operating with various forms in nearly all 
cities/counties in Taiwan. While most of English villages are government funded and 
primary school based, some of them are now created in secondary schools or with financial 
supports from the private sector.  
 
On the one hand, English language, again, is treated as the lingua franca, and is thus the 
“only” foreign language incorporated in the internationalisation of education. On the other 
hand, if the goal of immersive English learning is to be reached through English villages, 
then the point here is that the environment needs to be made as more non-Mandarin 
speaking as possible. In other words, it is an attempt to implant mimic foreign spaces in 
local educational facilities. If we agree that it is hardly possible to distinguish between 
language and culture (although what “English culture” is represented in those villages is 
questionable), English village is also an attempt of letting students experience foreign 
language and culture through mimicking overseas trips. It is an education for future mobility 
for students currently without global mobility. 
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Under similar rationales, internationalisation of education is often unilaterally elaborated 
and equalised as creation of global mobility. In a report created for Youth Policy Forum34 in 
2013, the Taiwanese education system was criticised as educating “individuals who reads 
English yet are globally illiterate” (Kuo, 2013).  
…(E)ducation in Taiwan still puts its emphasis on ability of improving ‘vertical 
mobility’ of social class. Our government should frame critical policies of ‘improving 
youth global mobility’ in order to cultivate abilities of globally ‘horizontal mobility’. 
(Kuo, 2013, p. 16) 
The report contends living and working overseas will become a lifestyle commonly shared 
worldwide in the future. Therefore, on the one hand, it is important for young Taiwanese to 
get prepared for this life. On the other hand, the report argues, the amount of citizens 
equipped with global mobility is regarded as the quality of human capital of a nation (Kuo, 
2013). The global mobility of individuals embodies and expresses the international 
competitiveness of the nation. 
 
The policy Improving Young Student Global Mobility Plan launched in 2016 articulates this 
discourse of global mobility. The four main goals of the policy are: multilingual 
communication, international horizon, internationally recognised professional skills, and 
cross-border employment. And there are eleven subthemes, including: 
1) Improve students’ English skills, 
2) Maintain new immigrants’ first language skills, 
3) Satisfy the teaching and learning needs of secondary foreign languages35 
(including first languages of new immigrants), 
4) Diversify international experiences and learning, 
5) Disseminate courses about international perspectives, 
6) Integrate and utilise the educational resource of new immigrants and abroad 
students, 
7) Reinforce international cooperation in education, 
8) Broaden the scopes of overseas study and internships, 
9) Increase courses and credentials about international economic and trade, 
10) Strengthen the practice of international care, 
                                               
34 The Youth Policy Forum is an annual activity held by the Youth Development Administration, Ministry of Education 
since 2009. It aims at further developing democracy and civil consciousness by encouraging youth to actively 
participate in civil society in Taiwan. The policy forums create opportunities for policy proposals generated from the 
youth to enter the policy decision of the government. Prior to the forum, reports written by commissions are provided 
from various departments of the government. And these reports form the bases for further discussion. 
35 The first foreign language is English. 
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11) Build up cross-border employment. (Ministry of Education, 2016, p. 7) 
Several themes in the global mobility policy overlap the four strategies of the White Papers 
in 2011: curriculum integration, international exchange, administrator/teacher professional 
development, and school internationalisation. This new policy seems to reiterate the 
international education policy with an emphasis on the mobility of population. For example, 
the first languages of immigrants and their potential benefits to the society are brought to 
the foreground. 
 
The only relatively novel feature of this 2016 global mobility policy is the build-up of 
cross-border employment. The policy document mentions one of the benefits for talent 
export from Taiwan is to increase Taiwan’s international influences. Similarly, Kuo (2013) 
indicates the global mobility of Taiwanese talent assists in broadening diplomatic room for 
Taiwan in international society. This indicates tropes of developing international education 
for improving international informal connections with other nations and breaking formal 
diplomatic limitations, which resonate with the segregated international status of Taiwan 
mentioned in the White Papers. The increase of global mobility of citizens is associated 
with the geopolitics of Taiwan and its pan-Sinicisational construction of education policy. 
6.4.2 Education of and for mobility 
The IB was founded by the ISA, which is an organisation created by a group of international 
schools that are not affiliated with individual or groups of nations (Tarc, 2009). These 
international schools came into being to satisfy mobile, expatriate families’ education 
demands. Students were grouped and educated according to their nationalities, so they 
could continue their education after going back to their home countries (Hill, 2010). The aim 
of international education initially was to serve the transitional needs of internationally 
mobile families between parents’ work places and home countries. However, for this type of 
international school, as Hill (2010) points out, the diversified curricula resulted in heavy 
costs and cultural isolation. There was thus call for an international school-leaving diploma, 
which would enable students to continue their education wherever they were from. This 
was subsequently achieved and finally the IB diploma was created (Hill, 2002). Following 
on from the increased recognition of the IB diploma by universities, the credential offered by 
international education becomes not only satisfying the education needs of internationally 
mobile families (education of mobility), but also as an enhancement of students’ mobility 
through education (education for mobility).  
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In Group D, along with the diversities of student population, the characteristic of mobility in 
international education is also represented in the recruitment of teachers.  
The international mobility of the student body as well as its diversity has traditionally 
been a defining characteristic of international schools (see Chapter 5.1 ‘What is an 
International School?’) as has been the itinerant and globally-mobile nature of the 
teaching faculty in many such schools. (D1202, p.119) 
The mobility of both staff and students is seen as central to the nature of international 
education. And the nature of mobility influences school management, leadership, and 
cultures. 
In order to reflect the needs of the community, and to create a shared understanding 
amongst staff, the policy ideally should be created collaboratively. The high mobility 
of staff and students in an International school context also implies that the school 
leadership should ensure that the policy is introduced to all new staff and reviewed 
on a regular basis. (D1204, p.74) 
Of additional interest are the data reporting a majority of principals (63%) indicating 
they had lived outside of their country of birth. This data may suggest a population, 
which is highly mobile due to the nature of international educational programs or a 
group, which possesses an intrinsic motivation, which takes pleasure in exploring or 
understanding other cultures (cultural pluralism). (D1225, p.73) 
Third Culture Kids, as the globally nomadic students have become known, have a 
head start with respect to the development of a cosmopolitan cultural identity. 
Schools need to carefully nurture the process of transition in internationally mobile 
students. Effects on students removed from their home culture and placed in a 
multi-cultural, multi-national classroom can be wide-ranging. Schools need specific 
programs in place that support identity, change, relationships, and family structure. 
(D1203, p.121-122) 
The international education represented in these excerpts seems to be an education of 
mobility. The conceptualisation of international education is based on the global mobility of 
people, including students and the staff. This education is produced for satisfying demands 
from a mobile population and relies on the recruitment of globally mobile staff. This is the 
first sense of the mobility of education. 
 
The worldly spread of the IB programs enable students to transit from one country to 
another without creating interruption or discontinuity in their schooling. The curricula 
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provided in different countries are internationally connected. And this alignment of curricula 
delivered in different places makes credentials transferrable. 
Another advantage of having an internationally-renowned curriculum/qualification 
option was that schools were able to attract parents who might have to move to 
other countries (or New Zealand) with their children due to job relocations. For 
example, Sophia stated that providing students with a portable qualification and 
attracting people to New Zealand from overseas were two of the many reasons that 
her school initiated the DP. (D1101, p.135)  
A noted level of transiency from a programme with a common structured curriculum 
framework such as the MYP provides benefits to transient students moving to/from 
other MYP schools. This is important particularly for ‘globally mobile students [as] 
they develop a wider repertoire of skills so that transfer to another location is more 
feasible than with educational models that support a building on previous knowledge 
model’. (D1007, p.177) 
Education, as a kind of currency, is thus made ‘portable’ among schools providing IB 
programs due to its worldwide implementation and its acceptance by universities worldwide 
as well. For students receiving schooling in the IB programs, the mobility of education 
reflects on the continuity of their education. Regardless of where students come from and 
where they travel to, they can remain the same educational continuum and experience 
continuity in curricula. This is the second sense of educational mobility. 
 
In addition, the recognition of the IB credentials constructs students’ future international 
mobility when they enter either higher education or the global job market. Mobility offered 
by international education is seen as a kind of capital here, which attracts students (and 
their families) and becomes a marketing strategy for local schools. Education is seen to be 
internationally exchangeable and transferrable to any contexts. 
In that sense, a globalist approach to international education emphasizes developing 
students’ global competence, which enables them to become globally mobile and 
work in a range of different cultural contexts. (D1201, p.7) 
Indeed, many such international schools have become part of the landscape of 
educational provision of the country, rather than being schools that were set up by 
foreigners, staffed and led by foreigners, largely for the benefit of foreign, temporarily 
located, children and families: locally owned, locally run, and serving a largely local 
population through teaching the IB curriculum. (D1202, p.119) 
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This latter sense of mobility is represented as “cosmopolitan capital” (Ball, 2010), which has 
direct relation to the access to the translational labour markets and particular positions in 
transnational corporations. On the other hand, Doherty (2009) talks about the IB’s appeal to 
local Australian parents coming for not only the implication of geographical mobility, but 
also of social mobility. It is a “positional good” that the value to the market depends on the 
scarcity (Doherty, 2013). 
 
As a series of curricula originating from international schools, the mobility of IB education is 
represented as not only students and staff being globally mobile, but also the enhancement 
of students’ mobility of being further educated in other IB schools, entering higher 
education institutions in other countries, and being recruited through the global job market. 
It is both education for and education of mobility. In Taiwanese policy documents, the 
creation of cross-border employment is seen as an important feature of global mobility, 
which frames permanent goals of international education. And the production of English 
villages in Taiwan, to some degree functions similarly to the education choice of the IB in 
local schools. They work as education for mobility for those who currently without global 
mobility.  
6.5 Conclusion 
This chapter analysed the cultural demarcations, the characteristics of globalisation, and 
global mobility in the discourses of international education of the IB and Taiwanese 
education system. The interconnectedness and interdependence perceived in globalisation 
are represented differently as the conditions for developing international education in the 
two cases. In the Taiwanese case, the rhetoric of the ‘global village’ emphasises the 
closeness of relationships among individuals and among nations. The diverse features of 
globalisation are relatively ignored. And an analogy is made between global-local 
relationships and the combination of the knowledge of the globe and daily educational 
practice. On the other hand, globalisation is deciphered as diversified, changing, and 
uncertain in the IB’s education discourse. And living in a time of such globalisation is 
rationalised as the problem for global citizens to solve. 
 
Additionally, the cultural divisions reflect how each case conceives and approaches 
diversity. In order to distinguish its western features, the IB in a position paper contrasts 
western with eastern cultures, which reveals an outdated, essentialist and static view of 
cultures. In thesis data, this distinction works through associating the IB education with the 
differentiation of languages, capitalism, and modernities. In the Taiwanese case, there is 
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the pan-Sinicisation embedded in the concentric circular worldview 
‘Taiwan-China-Asia-world’, which constitutes the condition of international education. The 
rationalisation of international education is inextricably connected to the political/cultural 
impacts of China in contemporary Taiwan. 
 
Finally, the mobility embedded in the discourses of international education has been 
discussed. The mobility in IB education originally implies mobile students and staff in 
international schools. Nowadays, mobility also manifests in the geographical transferability 
of education and international recognition of credentials. On the other hand, the global 
mobility advocated in Taiwanese international education is restrictedly interpreted as 
cross-border employment. And similar to the concentric circular conception, the 
rationalisation of global mobility reflects the geopolitics of Taiwan. 
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7 The articulations of cosmopolitanism 
7.1 Introduction 
The discussion in this chapter is developed from the comparisons between international 
education of the IB and the internationalisation of schooling in Taiwan, which were outlined 
in Chapter five and Chapter six respectively. Chapter five compared the two cases in terms 
of the curriculum and the foci on intercultural communication and awareness, while Chapter 
six looked at how globalisation is interpreted in respective international education 
discourses. The authoritative and thesis texts focused on international education were 
utilised in analysing both cases and were investigated through different tools. Collocation 
and concordance were utilised to interpret the connotations of concepts and the analysis of 
intertextuality was aimed to document the relationships between authoritative data and 
thesis data. 
 
The two cases selected for investigating international education in this research are 
idiosyncratic. The specific historical and geopolitical contexts result in not only Taiwan’s 
under representation as a nation state, but also ongoing reconstruction of its national 
citizenship. The internationalisation of education in Taiwan is an attempt at improving 
international representation by increasing formal/informal interactions with other nation 
states. Such an educational internationalisation is developed under the political status of 
Taiwan that is seen as an “unfinished nationalism” (R.-r. Wu, 2016). In contrast, the IB is a 
product of post-war internationalism that promotes international understanding, which by 
and large represents western liberal traditions (Tarc, 2009). The IB programs are nowadays 
appealing to both ideal and market-driven schools and seen as a means for acquiring 
positional advantage in the global market place (K. Whitehead, 2005). Contemporary 
international education, in both cases, seems to be entangled with either nationalism or 
capitalistic globalisation.  
 
However, this chapter intends to demonstrate that, the features of international education, 
represented in the discourse of the IB and Taiwanese international education, articulate 
particular kinds of cosmopolitanism, which are positioned in relation to specific 
constructions of global community, multiculturalism, and (im)mobility. Concomitant with the 
comparison of different modes of international education and their relations with 
cosmopolitanism, this chapter also addresses how the comparative approach conducted in 
this research can itself be seen as a cosmopolitan practice.  
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The first section of this chapter depicts and exemplifies thinking the process of comparison 
as resembling the process of translation, in which the researcher is positioned in-between 
comparing objects and at the same time participates in difference making process. The 
second section of the chapter then discusses the constructions of international education 
as represented in the two cases with a specific focus on the global community, 
deterritorialised multiculturalism, and (im)mobility. It is argued that the imagination of a 
common global community is supported by the emphases on communication, collective 
problem-solving, and a certain reinterpretation of glocalisation. Besides, as indicated from 
the analysis of the two cases, there are multi-/inter-cultural conceptions that are derived 
from an analogy with multicultural society. Such multiculturalism is employed in 
representing the diversity of the extended imagined global community. Finally, the two 
cases make themselves intelligible through constructing a particular sense of “mobility” that 
is seen as valuable in the contemporary globalising world. The IB addresses the decentring 
of one’s own culture, while the Taiwanese case puts emphasis on the “going out” rhetoric of 
bridging to the world. 
7.2 Considering comparison with cosmopolitanism 
This section reflects the process of comparison and the approach of comparative research 
utilised in this thesis. The way of comparing the IB and Taiwanese schooling are discussed. 
And then a discussion on the rejection of methodological nationalism in such a comparison 
is provided. 
7.2.1 Comparing as translating 
By viewing comparison from the perspective of translation, the aim is not to speak in a 
commonly shared meta-language or to make the translator’s mother tongue as the 
meta-language, but to transform the translator’s language and let it be ‘powerfully affected 
by the foreign tongue’ (Benjamin, 1996, p. 262). The comparative researcher, as a 
translator here, participates in the process of making a translation and producing 
similarities and dissimilarities. And the specific positionalities of the research in the 
globalising world and in the comparing process are at work, through which the research 
takes part in the “strong internationalisation” (Appadurai, 2001), instead of collecting data 
merely for the testing of northern theories. 
 
Therefore, without developing a set of mutual criteria for comparing and contrasting 
between two cases, this research has been conducted through a dialogical style. As 
demonstrated in the analyses in Chapter five and Chapter six, in spite of delineating the two 
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cases under the same headings, the ideas in the different cases are diverse. The concepts 
used in the two cases, such as awareness and international, are mutually used yet signify 
different things. For example, when looking at mobility, the Taiwanese case extensively 
addresses enhancement of future cross-border employment, while in the IB case, mobility 
has divergent connotations. Similarly, both cases share an idea that communication with 
people from different backgrounds constitutes an important element of being 
internationalised. However, communication refers to different things (one as a kind of 
multiculturalism and the other as strengthening English instruction), despite communication 
being a common emphasis in the two cases. In the process of comparing, the 
understanding of one case helps generate the understanding of the other case. They 
“translate” each other for mutual intelligibility.  
7.2.2 The rejection of methodological nationalism 
Methodological nationalism assumes a homology of nation, state, and society, and sees 
societies as ‘coherent and bounded entities’ within respective territories and as distinctly 
different from one another (Nash, 2010, p. 63). As a product of western modernity, it is 
argued that methodological nationalism restricts the social science research imagination 
from studying social phenomena from a transnational or global lens (Beck, 2012; Beck & 
Grande, 2010). Rather, there needs to be a “methodological cosmopolitanism”, 
acknowledging various modernities and global interdependences (Beck & Grande, 2010). 
The comparison in this research rejects methodological nationalism from two perspectives: 
the changing conception of citizenship and the growing influence of international 
organisations in the globalising world.  
 
On the one hand, different kinds of citizenship are emerging, as discussed in Chapter two. 
There are different constructions of citizenships within and beyond the boundaries of nation 
states. The construction of global citizenship emphasised in international education is one 
of the examples. In addition, there is an advocacy of differential citizenship or multicultural 
citizenships in nation states that aims for the recognition of various diversities in society and 
securing the right for political participation for all. And the composition of nation states is 
now experienced as superdiversity (Vertovec, 2007), in which the population is 
multi-layered and diversified not only in relation to countries of origin, languages, ethnicities, 
religions, but also in relation to identities, migration channels, and immigration statuses 
(Vertovec, 2007). The allegiance of nation can be contingent, and today the nation state is 
not the only agency that constitutes citizenship. The EU and the European citizenship can 
be taken here as an example. And within nation states, there are advocacies of the 
 
 
150 
recognition of multicultural citizenships. For example, in the Taiwanese case, the 
internationalisation in schooling needs to be understood and acknowledged through a 
reconstructing of national citizenship with certain global imaginary, such as the concentric 
circular conception of “Taiwan-China-Asia-world” chain. 
 
On the other hand, there are increasing influences and agency of international 
organisations and the variation of roles of nation state in the field of education. 
Organisations like the OECD, with the development of international education comparisons, 
expand their impact upon education and policy making in nation states (Sellar & Lingard, 
2014). Through cooperation with the higher education institutions and state governments 
(Hill, 2006), the IB extends its influence from international schools to government-funded 
schools. The expansion of influence from the IB upon education, a field that has 
traditionally been seen as a nation state’s affair, can possibly be regarded as the 
denationalisation of education (Resnik, 2012). Or, in Walker’s (2007) words, one of the 
former general directors of the IB, there is a merging of internal education and external 
education concomitant with the increasing migration and the advance of information 
communication technology. Through providing education programs transnationally, it is 
arguable that there is a construction of particular kind of cosmopolitanism from international 
educational organisations like the IB. 
7.3 Cosmopolitan imaginaries  
This section illustrates how global citizenships are enunciated in international education, as 
represented in the two cases, and discusses with cosmopolitan theorisation. Explicitly 
presented in policy documents, both in the IB and in the Taiwan internationalisation policy, 
one of the fundamental purposes of international education is to cultivate “global citizens” 
who would then contribute to a better “global community”. For example: 
The aims of the theory of knowledge course are to:… encourage consideration of 
the responsibilities originating from the relationship between knowledge, the 
community and the individual as citizen of the world (International Baccalaureate 
Organization, 2010, pp. 1-2). 
Student reflection on the needs of the community and their ability to participate in 
and respond to the needs of the community contribute to the development of caring 
and responsible global citizens as described in the IB learner profile (International 
Baccalaureate Organization, 2008, p. 34). 
The twenty-first century is known as the “era of globalization” and this concept of “a 
global community” is transforming the world. Global citizens understand the 
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necessity of their responsibilities and the importance of international cooperation 
(Ministry of Education, 2011a, p. 2). 
The vision of this project is to create “world citizens and global talents” and to equip 
students with three core competences: communicability, adaptability, and 
professionality. And through this project, our young people can be “locally 
internationalized”, provide their service with internationally or globally mobility, or 
create international brand with international enterprises (Ministry of Education, 2016, 
p. 7). 
In the first excerpt, creating citizens of the world is emphasised in the “Theory of 
Knowledge”, which is one of the most distinctive courses in the IB’s Diploma Programme. 
And also in the second excerpt, the connection between IB learner profile and education of 
global citizenship is presented. Similarly, in respect of Taiwanese international education 
policy documents, educating world citizens and interacting with others in the global 
community are also presented as the centre of the policy. In other words, international 
education aims not only to produce citizens that belong to particular societies, but also as 
members of the global community. To interrogate such a cosmopolitan aspect of 
international education, the following analysis is divided into three subsections: the global 
community, deterritorialised multiculturalism, and the (im)mobility. 
7.3.1 The embodiment of global community 
The cosmopolitan imagination of global community is worked through the construction of a 
sense of global community (Anderson, 1983/2006), which implies the coexistence of and 
collaboration with the other is constructed in international education represented in the two 
cases. This will be discussed from three aspects in following paragraphs: the emphasis on 
communication, collaboration, and the reinterpretation of glocalisation.  
 
Firstly, the emphasis on communication facilitates the imagination of conviviality and 
simultaneity in the global community. In the two cases, there is a shared emphasis on 
communication, either virtual or face to face. Communication implies being in contact with 
the other who has different cultural and societal background, yet sharing the same world 
with us. However, the communication indicated in international education is less 
theoretically or ethically driven, but more of everydayness. 
 
Indeed, the intercultural conversation or dialogue is of importance in cosmopolitan 
theorisation. For example, we see Appiah’s (2007) cosmopolitan call for dialogues with the 
other. He contends that “we have much to gain from conversation with one another across 
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our differences” (p. 2376). We can have cross-cultural dialogues without the same 
conceptual groundings, such as the framework of human rights, and still reach some points 
of agreement (Appiah, 2005). Or as Mignolo (2000) suggests in his notion of border 
thinking, start the conversation through “displacing” some concept, such as democracy and 
justice, from their European foundation and open them up to epistemic diversity. Yet in the 
two cases of international education, what is referred to and aimed for as 
intercultural/international communication is articulated more about convivial relationships.  
 
Conviviality denotes the process of cohabitation and ordinary interaction among and 
between individuals of different identities (Gilroy, 2005). It depicts the importance of 
communal practices that glue the community without identifying the like-selves and 
excluding the unlike-selves (Wise & Noble, 2016). One of the pivotal aspects of conviviality 
is the social function of communication. For example, Blommaert (2014) discusses how the 
use and change of languages serve as a convivial practice that shaped the superdiversity 
of a local community in Belgium. The competence of communication emphasised in 
international education naturalises the conviviality embedded in the global community and 
assimilates intercultural communication with inter-personal communication. 
 
The importance of skills for international or intercultural communication is stressed 
throughout the two cases. The emphasis of communication with the other not only 
presupposes, but also formulates the interconnectedness and interdependence among 
different locales. In the case of the IB, “being a communicator” is listed as one of the ten 
attributions in the learner profile that every IB program should develop its courses upon. 
Under its definition, communicators are those able to express themselves to other people in 
multiple ways (International Baccalaureate Organization, 2013b). Despite the vagueness of 
elements related to “global engagement” and how it might be different from being 
“international”, there is an attempt to establish relationships between the self and the other 
in the learner profile. For example, for being a “balanced learner, it is emphasised to 
“recognize our interdependence with other people and with the world in which we live” 
(International Baccalaureate Organization, 2013b, p. 1). The competence of 
communication is connected to relating oneself to other people through the interaction 
between oneself and other people.  
 
Similarly, on the side of Taiwan, the skills of communication are put at the centre of 
international education. “Communication” is repetitively conducted in defining all four goals 
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of the policy: national identity, international awareness, global competitiveness, and global 
responsibility. These goals are related to knowing the self (national identity) and the 
knowledge of the other (international awareness, global competitiveness, and global 
responsibility). And it is also assumed that the enhancement of communication would lead 
to expanding students’ “international horizon” (Ministry of Education, 2009). International 
education, through communication, thus aims to put the other into one’s horizon and vice 
versa. Communication is the way that one shows his/her presence in the world and to 
participate and interrelate to the other. And among all communicative skills, the importance 
of language learning, especially English language learning is taken for granted in 
Taiwanese context. Communicating with other people in English is labelled as “being 
international”. 
 
Secondly, there is a rationale of collective problem-solving embedded in international 
education that supports, if not substitutes for, the ethical obligations towards other people in 
the global community. Concomitant with the processes of globalisation, there are various 
diversities that people have to confront. And along with the diversities, there is a 
discursively constructed assumption in international education that global problems, which 
usually have borderless impact, would emerge and need to be solved collectively. The 
metaphorical usage of global village inscribes this image of community into education. 
Such a rationale of collaboration among global citizens conjuncts two contesting ideologies 
in the discourse of global citizenship education (Humes, 2008; Pais & Costa, 2017): the 
discourse of critical democracy that concerns understanding of the other and the 
responsibilities towards the disadvantaged, and the discourse of neoliberal discourse that 
focuses on maintaining or enhancing economic and social advantage. 
 
The process of globalisation demands people confront the world of diversity and, most 
importantly, to equip themselves with the ability to collectively solve the global problems 
that affect everywhere without specific boundaries, which is represented in the discourse of 
international education. For example, in curriculum design in relation to sustainability of 
environment, it becomes one of the emphases to ‘let students understand the issue of 
water resource has become in fact a global rather than local problem’ (B1106, p.6). The 
various risks, including nuclear risks, ecological risks, technological risks, and economic 
risks, make the imagination of global community an imperative (Beck & Grande, 2012).  
And ‘the new global society is a world of rapid change, complex problems, and shifting 
solutions’ (D1113, p.71). Thus there is a demand to make global citizens “risk takers” that 
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‘approach uncertainty with forethought and determination’ and ‘work independently and 
cooperatively’ in facing the changing future (International Baccalaureate Organization, 
2013b, p. 1). The implicit global economic integration is seen without doubt as the coming 
future that students should be prepared for. And such integration constitutes the foundation 
of “interconnectedness” and makes cosmopolitanism relevant for education. Thus, the 
collective problem-solving rationale complements, if not substitutes, the moral obligations 
toward other people.  
 
The image of a risk taking community resonates with the “global village” discourse in the 
Taiwanese case. McLuhan’s (1962) description and elaboration of a global village is about 
the impact of information technology that remakes the globe as a village, which enables 
people living in distant places to exchange information speedily and rapidly. However, it is 
now employed to describe the world as a collective community. The imagination of a village 
implies the closer relationships not only among political communities, but also among 
individuals. The global village means ‘close relationships between individuals, between 
human beings and environment, between individuals and societies, and between 
individuals and the world’ (B1412, p.1). And the trope of global village shows a tendency of 
homogenisation, which assumes the flattened structures of the world and a borderless 
global community (Friedman, 2005).36 ‘People in all corners of the world are living like a 
family’ (B1109, p.55). The construction of global community resembles Taylor’s (2004) 
analysis of a modern social imaginary, whose structure is more horizontal rather than 
hierarchical and each member is connected to each other with little or no mediation. For 
example, it is claimed that the “mobility” promoted in international education should not be 
“vertical mobility of social class”, but “globally horizontal mobility” (Kuo, 2013). The global 
mobility is seen as horizontal and less-mediated. It should be also noted that, although the 
emphasis of “global mobility” seems like addressing the seamless geographical movement, 
however, there are different kind of mobility in societies. Mobility can work differently for 
different social classes. The (im)mobility issue will be discussed in later section of this 
chapter. 
 
                                               
36 Interesting to note here is that the comments on globalisation by Friedman (2000, 2005) seem appealing to and 
influential among key figures of international education. In Walker’s (2006) lectures to the IB audiences, Friedman’s 
(2005) observation of globalised economy and its impact on the West is referred to when exemplifying the importance 
of education in future global job market. For Taiwanese policy makers, one of the famous assertions ‘Globalization 
isn’t a choice. It’s a reality’ (Friedman, 2000, p. 112) is not only quoted as the rationale of internationalisation in a 
senior policy maker’s lecture (cf. C.-j. Liu, 2009), but also appears in the later published Mandarin White Paper 
(Ministry of Education, 2011b). However, while the former refers to Friedman (2000), the latter erases the trace of the 
expression and puts it as a confirmed fact in the formal policy document. 
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The interconnectedness and interdependence among villagers in the global community 
thus becomes a moral engagement, the responsibility to maintain the global village that 
everyone lives in. The aim of education is to make people ‘become responsible world 
citizens and realize themselves as part of the world’ (B1201, p.6). Such a notion of being 
part of the world implies obligations of collaboration, mutual trust, and mutual assistance. It 
is ‘a commitment to service, and to make a positive difference in the lives of others and in 
the world around us’ (International Baccalaureate Organization, 2013b, p. 1). The moral 
community in this sense corresponds to the cosmopolitanism that Nussbaum (1996) tries to 
develop, in which one learns to recognise the common humanity behind unfamiliarity. And 
through cosmopolitan education, students should recognise the obligation to the rest of the 
world beyond their families and nations. Instead of elaborating this obligation from the 
perspectives of morality, it is rationalised as a pragmatic requirement for solving collective 
problems. Besides, considering other people as villagers living in the same village also 
resembles the attempt to “make people as fellow city-dwellers”. They share the intention to 
produce closer relationships with people of different backgrounds and in different places. 
 
Finally, the imagination of global community is benefited by a reinterpretation of 
glocalisation as “act locally and think globally” embedded in the discourse of international 
education. The reinterpretation of glocalisation provides a way to weave globalisms into 
daily education practices. Instead of relating globalisation to territorial and scalar concerns, 
such interpretation put emphasis on different spatialities of globalisation (Amin, 2002). 
 
Glocalisation is a term originally circulated among Japanese businesses and referred to 
meeting ‘local needs with local operations while developing common global concepts and 
technologies’ (Giulianotti & Robertson, 2012, p. 1) Robertson (1995) used “glocalisation” to 
depict the interpenetration of the global and the local. As the construction of relationships 
between the global and the local has continuously been under debate, cultural 
homogenisations are witnessed in globalisation processes, while there are also local 
diversities or recontextualisations. The concept of glocalisation is employed to describe 
relations between the global and the local, universalisation and particularisation, or 
homogenisation and heterogenisation and to argue that they are not either-ors in opposition 
with each other, but two tendencies simultaneously co-present in globalisation (Robertson, 
1995).  
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However, especially in the Taiwanese case, this interrelated global-local relation is put as 
an analogy to the relation between abstract knowledge and educational activities, which 
reflects the practical curricular concerns of international education. And in this regard, 
glocalisation is reinterpreted as “thinking globally, acting locally”. The emphasis is shifted to 
the connection and application of global knowledge to local situations. The separations 
between the global and the local and between knowledge and practice are seen as 
compatible and taken for granted, which makes this assumption of glocalisation different 
from Robertson’s (1995). 
 
The analogy is naturalised as a curricular design demand of linking content with students’ 
lived experiences, in order to improve meaningful learning. And through such an analogy, 
the global imaginaries are inscribed into everyday practice. Since “global knowledge” draws 
little interest from most local students who have fewer overseas experiences, teachers 
choose to start from local issues or incorporate hands-on activities in their teaching and 
eventually enable students to think globally. ‘Localized curriculum design enables the 
combination between students’ lived experiences and important global issues’ (B1220, 
p.35). “Glocalisation” here denotes the need to implement international education ‘not only 
from considering the globe as a whole, but also from perspective of local contexts, student 
subjects, and their relations with the real world’ (B1219, p.47). This interpretation 
presupposes the “global-local” relation is translatable and comparable to the relation 
between knowledge and practice or experience. And also it is presumed that in 
international education, knowledge is always something “global” (if recognising there can 
be two different meanings in this context) and distanced from what local people do in 
everyday life. The “global” can either be something about the world, or denote something 
universal and generally applicable everywhere. And the education of global citizens, or at 
least the knowledge and skills that global citizens need to acquire, is presupposed to be 
very different and disconnected from local ones. Hence, although being educated in locales, 
students need to be cultivated with a specific kind of education, international education, in 
order to become global citizens. 
7.3.2 Deterritorialised multiculturalism 
To cognise the global society of diversity, the multicultural/intercultural imagination of 
society is conceptually deterritorialised from the context of the nation state and 
reinterpreted in the globalising world, in which nations are represented comparably as 
cultural groups and the world compared as a multicultural society. However, there are 
different emphases embedded in such multicultural/intercultural rationale. It is structured as 
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an educational continuum of citizenships with a specific construction of pan-Sinicisation for 
Taiwanese case; whereas, for the IB, it is more like educating a particular kind of 
cosmopolitan citizenship that extended from the western culture. The following paragraphs 
discuss the multicultural construction of international education represented respectively in 
the two cases. 
 
The multicultural orientation is reflected in Taiwanese international education policy in two 
aspects. On the one hand, multicultural models are applied to deal with the expected 
diversity in the global society. Multicultural theorisations are employed in defining 
international education projects. Educating students with international or global perspective 
means ‘to know and understand people with different cultural backgrounds, to acknowledge 
that different groups in the world hold diverse views, … So that they acquire skills for 
cross-cultural communication, respect and embrace each other’ (B1508, p.6). The 
“cross-cultural awareness” that appears in both policy and thesis texts also borrows 
languages and ideas from multiculturalism. For example, the multicultural education model 
developed by M. Liu and Chen (2000) is widely adopted in the interpretation of international 
education. Similar to Banks’ (2006) concentric circular conception, the model begins from 
confirming one’s own culture, and then the acknowledgment of cultural diversities, thinking 
and viewing things cross-culturally, and finally encouraging a democratic and open-minded 
worldview. The multicultural model was developed originally as a multicultural education 
project for aboriginal students in Taiwan. To some degree, the four policy goals of 
international education (national identity, international awareness, global competitiveness, 
and global responsibility) reiterate and elaborate this multicultural model. The adoption of 
multicultural model into international education represents an analogy, in which the 
relationship between the global community and individual nation states is compared as the 
relationships between the society and individual cultural groups. What implied in such an 
analogy is the institutional liminality reflected in Taiwan’s positioning in the international 
society. 
 
On the other hand, there is an embedded pan-Sinicisation in Taiwanese international 
education. It sees a particular Chineseness or the Han-Chinese culture as a collective 
identity shared across a few East Asian societies, which mediates and is positioned in the 
imagination of global community. For example, in official documents, it is stated that the 
education aims at cultivating students who have “feet on Taiwan, reminiscence of Mainland 
China and eyes on the world” (Ministry of Education, 1994). The Chineseness acts as 
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either a blockage or a bridge between Taiwan and the world. At the same time, such 
underpinning construction of “Taiwan-China-Asia-World” chain produces ambiguities in 
defining China as another country, the PRC, which involves in the isolated status of Taiwan 
in the international society, or as the Chinese civilisation, such as the idea of cultural China 
(W. Tu, 1994) and the Sinosphere/East Asian cultural sphere (Kao, 2005). 
 
As a blockage, the replacement of representation from the ROC with that of the PRC as 
China in the UN is addressed as the cause of students’ “lack of international awareness” 
(Ministry of Education, 2011b). And it is even more contradictory that Taiwan is sometimes 
differentiated and excluded from China as a nation state, yet has sometimes categorised 
herself into China as a signifier of a cultural and social entity. Such contradictory 
identification of Taiwan resembles K.-H. Chen’s (2010, p. 242) observation about the 
ambiguity of self-positioning in Taiwan in the Mandarin edition of Asia as Method. That is, 
when confronting great powers, such as the West or the US, Taiwan tends to incorporate, 
represent and recognise itself as “China” (legitimised through the name of the ROC) in the 
dichotomy; whereas, when the reference is China, the nation state, Taiwan becomes the 
only society included in its imagined community. However, at the same time, 
pan-Sinicisation also works as a bridge in imagining the cosmopolitan society and helps in 
constructing an extended identity. We can see similar geographical, cultural, and political 
construction in different theorisations. For example, the tripartite universes of “cultural 
China” (W. Tu, 1994): the societies (such as mainland China, Taiwan, Hong Kong, and 
Singapore) majorly populated by Han-Chinese (華人, huaren), overseas/diasporic Chinese 
communities (華僑, huaqiao), and individuals interested in China (such as Japanese or 
European Sinologists); or, the Sinosphere/East Asian cultural sphere that historically 
shares Chinese writing systems, Confucian philosophy, social institutions, such as 
societies on mainland China, Korean Peninsula, Japanese archipelago, Taiwan island, and 
Vietnam on Indochina (Kao, 2005). 
 
In relation to the IB, a multicultural construction is represented in the overlap of terminology 
like “international” and “intercultural”. And such multiculturalism constitutes a part of IB’s 
globality. International education promoting “intercultural perspectives” that the IB 
programs aim for is enhanced through education for multilingualism and intercultural 
understanding (International Baccalaureate Organization, 2011). ‘The ability to 
communicate in a variety of modes in more than one language is essential to the concept of 
an international education that promotes intercultural perspectives’ (p.1). ‘Educators need 
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to understand the important potential role of language in cultivating intercultural awareness 
and international-mindedness’ (p.4). Multilingual education, intercultural awareness, and 
international-mindedness are represented not only as the three most important elements of 
the IB education, but also that the three are interrelated and define each other and form the 
idea of global citizenship.  
 
There is also a merging of theorisations in international education and multicultural 
education in thesis texts, as ‘researchers in both international education and multicultural 
education have come to recognize its effects and demands on education around the world’ 
(D1014, p.10-11). ‘In terms of its organization of diversity, global citizenship may have 
affinities with the multiculturalism…’ (D1113, p.165). It is arguable that inter-group 
relationships are compared not just as intercultural relationships, but also as international 
relationships. The imagination of the diversity of the world echoes that of multicultural 
society. And in such multicultural theorisation, students are encouraged to acquire 
knowledge about the other. While in Taiwanese case, the confirmation of the self is put in 
the starting point, in the case of the IB the knowledge of the other is emphasised as a 
means to decentring from the western tradition. 
 
The resemblance among inter-group, intercultural, and international relationships reveal an 
articulation of concentricities discussed in Chapter three. And they resonate with the 
presupposition of “cosmopolitan patriots” (Appiah, 1997), which assumes that practising 
one’s own cultural root is not necessarily in conflict with regarding oneself as a citizen in the 
global community. At the same time, there are layered constructions of cosmopolitanism, in 
which the interconnections among individuals or culture groups are mediated by larger 
groupings. In this imaginary of global community, through defining cosmopolitanism with 
multiculturalist languages, the focus of “individuality” that differentiates cosmopolitanism 
with the more “group” focused multiculturalism is diluted. 
7.3.3 Unpacking the (im)mobility of international education  
The construction of imagined community of the nation benefits from internal mobility of the 
members (Anderson, 1983/2006). Global mobility, in the rationales of international 
education, not only demarcates the borders of an imagined global community, but also 
implies international competitiveness or advanced positions in the globalised job market. 
This section discusses the discourse of mobility and how certain mobility or 
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boundary-crossing capability is focused in the international education of the IB and 
Taiwan.37  
 
Questioning the self-sufficiency of maintaining education as product of nation states, 
Walker (2007) contends that non-governmental organisations like the IB can be the better 
option for overcoming the ‘intellectual barriers (which) still erected at national frontiers’ 
(p.178). However, as demonstrated in Chapter six, the IB insists its roots in western 
humanist philosophy and hardly regards itself as provider of cross-cultural education by 
distinctively differentiating the education of the East from that of the West. The western 
oriented education embedded in the IB includes encouraging freedom of speech, 
challenging authority and rewards individual initiative (Walker, 2007), which is regarded to 
be incompatible with the eastern attitudes: a concern for the group rather than the individual, 
respect for authority, a holistic view of the world, and an aversion to risk (Walker, 2010). 
However, it is arguable that overly emphasising the differentiation between the West and 
the East not only bears the danger of essentialising of both cultures, but also is unhelpful 
for further conversations or boundary-crossing attempts. Such an account builds up fences 
between the western education and that of the rest.  
 
On the side of the IB, such distinction between western culture and non-western ones 
supports and makes the advocacy of decentring intelligible. The decentring requires 
intercultural communications, which include reaching out and learning to know non-western 
cultures. Such a decentral orientation denotes one’s national or cultural identities are seen 
as only local, particular or perspectival ones rather than universal. On the one hand, this 
requires ‘a realization that their view on the world is not universally shared, and others may 
differ profoundly’ (D1113, p.38). The IB ‘encourage students across the world to … 
understand that other people, with their differences, can also be right’ (International 
Baccalaureate Organization, 2014b). The emphasis here is that global citizenship is 
something broader than one’s own specific cultural and social backgrounds. And such an 
advocacy is built upon a particular division of cultures. 
 
                                               
37 It needs to be noted here that, in the broad research literature (as shown in sections 1.2.2 and 2.3.2), there is more 
discussion around class formation and the political/economic issues in respect of international education providers, 
such as the IB. However, such sociological foci are much less seen in the theses written by practitioners of the IB. They 
tend to focus more on curriculum and pedagogy, rather than discuss the ways schools produce and reproduce class 
relations. Hence, it is more the case that in the theses the cultural advantage of the IB is addressed. The discussion of 
(im)mobility represents such cultural (dis)advantage. However, it should be noted here that cultural advantage works 
in relation to class advantage, in terms of getting students into elite universities and then to become part of the global 
mobile elite professional class. 
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For Taiwanese international education, on the other hand, it is the breakthrough of the 
mediation of Chineseness that makes sense of the pursuit of “going out”. Accompanied by 
the rhetoric of “global village”, the focus of international education is stated as that students 
need to be prepared for “going out” from Taiwan to the increasingly interconnected world. 
Students are encouraged to ‘(walk) out for knowing the world and experience overseas 
schooling and cultures’ (Department of Education, 2011, p. 1). The inherent contradiction of 
global village and “going out” has been examined in Chapter five: if the world is now a 
global village, to where is one going out? The combination could only make sense when 
building identities between local and global ones as a continuum and a concentric circular 
construction. Then, “going out” equals to moving in the chain of “Taiwan-China-Asia-World”, 
which resembles the expansion from the inner circle to the larger circles in the concentric 
circular construction as proposed by Banks (2006), Nussbaum (1996), and C.-s. Tu (2004). 
 
Although addressed slightly different in the two cases, mobility is one of the critical products 
that international education of both the IB and Taiwan commits to provide to its students. 
However, students receiving international education today are not necessarily 
geographically mobile. IB programs become an alternative to governmental curricula that 
appeal to local families rather than typically for transnational elites (Bunnell, 2010; Doherty, 
Luke, Shield, & Hincksman, 2012). And Taiwanese internationalisation of schooling is, 
decidedly, a national policy for local families that aims to “locally internationalised”. The two 
cases reify the “(im)mobility of international education” (Madge et al., 2015). 
 
Madge et al. (2015) argue in accordance with their investigation of internationalisation of 
higher education, that there is a need to reconsider international education only as study of 
international students. On the one hand, the changing conception of citizenship and various 
status and kinds of immigration makes the distinction problematic. On the other hand, the 
multi-directional and multi-polar (im)mobility of people and the diverse international 
constructions of education necessitate a reconceptualisation of international education. 
This point seems justifiable from the juxtaposition of the two cases—the IB and Taiwanese 
schooling. Students in the two cases are not necessarily travelling abroad when they are 
receiving “international education”. They are students receiving international education, yet, 
are not “international students” in the traditional sense, since conventionally international 
students were defined through the national citizenships that students hold. 
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In schooling, international education is both education of and education for mobility. In the 
case of the IB, its programs were originally designed for transnational mobile families and 
supported by mobile staff. On the one hand, international education enables the continuity 
of education across different countries. Hence, mobile students are able to retain their 
education without interruption. On the other hand, the spread of IB programs and their 
international recognition then make the credential transferrable and mobile, in terms of 
entering either higher education or global labour markets. Through the awarding of 
international transferrable credentials, local students and schools that join the IB programs 
become “mobile” from their present “immobility”. On the side of the Taiwanese case, 
mobility is read as international competitiveness. For individual, mobility denotes 
transnational employability, while for the nation, mobility entails breaking the international 
isolation. For most students currently not “mobile”, the target of international education is 
claimed as being “locally internationalised”. The “English village” exemplifies this pursuit. 
The spare buildings and classrooms in secondary and primary schools are refurbished, 
redesigned, and decorated as restaurants, hotels, airports, stores, and post offices and 
equipped with English signs and native English speakers as facilitators. Through the 
construction of “English villages” in Taiwan, local students are enabled to experience the 
mimicry of travelling abroad. 
 
However, from the analysis of authoritative texts and thesis data, instead of addressing 
geographical or social mobility, it seems that mobility is constructed and interpreted more 
as intercultural or interlingual mobilities that go across respective conditions that are 
discursively preconstructed in international education. This can be seen in the 
synonymised usage of “international”, “intercultural”, and “interlingual”, and the emphasis 
on language acquisition, especially English language as the “premium language” for being 
internationalised. The education for “international-mindedness” in the IB programs is 
supported by and reifies the practices of “multilingualism” and “intercultural understanding”. 
Besides, intercultural awareness is the product of multilingual education. Applying English 
as the instructional language makes IB programs look “western”, “international”, and 
“multilingual”. And the English-medium curriculum is for ‘an economically privileged and 
mobile population of a globalized labour force’ (D1516, p.46). English language is taken for 
granted as the “international language” (B1303, p.145) that is used outside of Taiwan, 
which designates the place for “going out”. Language here can be regarded as “linguistic 
capital” that ‘possesses value and is a means by which people (and nations) may achieve 
varied goals’ (Chew, 2010, p. 83). Acquisition of particular language means possessing 
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linguistic capital that ‘readily exchangeable in the market place for other kinds of capital’ 
(Waters, 2017, p. 239). In the construction of international education, language ability is 
seen as a key factor of being “mobile”, which means being internationalised and 
interculturalised individual. 
7.4 Conclusion 
This chapter discussed and reflected the cosmopolitanisms that emerged from the two 
cases, as well as from the comparative approach adopted. It discussed how in this 
research comparison is regarded more as a process of translation, and the researcher as 
the translator with his/her own positionalities. Comparison of this kind assumes not a set of 
mutual criteria, nor the transcendent position of the researcher. It is claimed in the two 
cases that creating global citizens is the aim of international education. International 
education was analysed from the perspective of cosmopolitanism, in terms of the making of 
a global community, elaborated multiculturalism, and the production of mobility. In the two 
cases, global community is articulated through the emphasis on communication with other 
people from different backgrounds, which creates the conviviality. And a pragmatic demand 
of collectively solving problems without clear national boundaries complements such idea 
of global community. The rhetoric of global village and glocalisation also involves the 
realisation of a global community. Besides, the global citizenship constructed in 
international education resembles that of multicultural education. There is an analogy 
revealed in the discourse that compares the world as a society of diverse cultures. Through 
the concentric circular frameworks, it is argued that in the IB, the mobility that its education 
aimed for is based on an assumption of decentring. While in the Taiwanese case, the 
mobility reflected in the trope of “going out” is based on the constructed mediation of 
Chineseness. Both cases represent the reconstructions of the (im)mobility of international 
education. The following chapter concludes the thesis by providing answers to the research 
questions and elaborating implications and suggestions for future research with a 
comparative approach or on international education. 
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8 Concluding the research 
8.1 Introduction 
In this concluding chapter, I reiterate and summarise the findings of the research and 
outline implications and potential directions for future research. This research probed how 
international education is rationalised and exercised in the contemporary globalising world 
by comparing the cases of the IB and Taiwanese schooling. On the one hand, the research 
contends that a particular rhetoric of globalisation, as conducted in the two cases, aims at 
creating collective coexistence in the global community. Such a global community is 
conceptualised as concentric circles expanded from the inner circles or immediate 
communities to outer circles and subsequently the whole of humanity (Banks, 2006; 
Nussbaum, 1996; C.-s. Tu, 2004). Through examining the two cases with such a 
conceptualisation, the research argues that there are cosmopolitan constructions 
embodied in international education, which include global community, deterritorialised 
multiculturalism, and (im)mobility. 
 
On the other hand, the research argues such a comparison should take into account 
postcolonial reflections on the comparative approach, so that a reflexive, critical, and 
dialogical cosmopolitanism becomes a possibility for realisation in comparative approaches 
to research. At a time of reconsiderations about the embedded colonial characteristics of 
the comparative approach and of comparative education (Sobe, 2017; Takayama et al., 
2017), this research proposed and practised a mode of comparison as translation. Thinking 
with Julien (2012a, 2012b), Sakai (1997), and other researchers (Mignolo, 2012; Spivak, 
2000; Stengers, 2011), this research has developed and demonstrated a comparative 
approach that acts in ways similar to the process of translation and in which the researcher 
is positioned as translator. It is the contention of this doctoral research that such “translation” 
is produced in accordance with researchers’ various positionalities.  
 
In the comparison between international education as constructed in the IB and in Taiwan’s 
internationalisation of schooling, four groups of data were used in this research: the 
authoritative texts of the IB and its key people, schooling policy texts of the Taiwanese 
government on internationalisation and texts published by senior policy makers, theses 
about the IB written by postgraduate degree seekers, and theses about educational 
internationalisation in Taiwan. These four data groups were analysed through the concept 
of intertextuality; that is, the elaborations, clarifications, and interpretations of certain 
concepts that (dis)connect authoritative and thesis texts. At the same time, the respective 
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corpuses consisting of thesis texts were analysed using the ideas of concordance and 
collocation, which focus on generating the connotations of certain concepts through their 
circumstances and location in a text and also through their association with other concepts. 
The four groups of data were utilised for interrogating international education as 
represented in the two cases of this research.  
 
The first section of this concluding chapter provides a summative answer to the first 
research question: How can we appropriately compare entities that are diverse in terms of 
social, cultural, historical, and institutional aspects? This question is based on the 
assumption that, if the rejection of methodological nationalism is taken seriously, 
comparative education needs to deal with not only comparisons among nation states, but 
also among other diverse entities, such as international organisations, NGOs, and 
transnational corporations. Besides, there is a need to reflect on practices of comparison 
from postcolonial perspectives in today’s globalising world. The appropriateness of the 
comparative approach proposed and executed in this research was constructed through 
these interrelated considerations. The second section of the chapter responds to the 
second research question: How does international education, based on the cases of the IB 
and Taiwanese schooling, make itself intelligible in contemporary globalisation? Instead of 
viewing international education as education practised in international schools or curricula 
focused on knowledge about other nations, this research interrogates international 
education as particular cosmopolitan articulations. Through providing a way to imagine a 
global community, supporting deterritorialised multiculturalism, and reinventing the notion 
of mobility, international education becomes recognised as a required part of education. 
Finally, this chapter also illustrates the contribution and limitations of the current research, 
and provides potential directions for future investigations. 
8.2 Comparison as translation 
Investigating education and conducting comparative research in the globalising world 
requires a methodology that acknowledges and accommodates potential heterogeneity, as 
well as focusing on how such differences are produced. On the one hand, nation states, 
while still important and influential, are not the only actors that have significant education 
policy impact today. It would be an over simplification to reduce the research on 
globalisation and education to simply measuring the effects of globalisation on different 
national education systems or to treat globalisation simply as a common background to 
national education systems (Dale, 2006). Resnik (2012) refers to the denationalisation of 
education, whereby education can be affected by various supranational or international 
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organisations, such as the EU’s education policies and the influence of the IB on national 
education systems. Making comparison in the field of education thus needs to go beyond 
simply comparing national systems. Not only should the basic units for comparison be 
flexible (Alexander, 2000), such as comparing between/among the local, subnational, or 
national levels, but also the comparability should be extended to enable comparing 
between/among different institutional settings.   
 
On the other hand, there is a need to rethink comparison as a research approach through 
questioning how differences or dissimilarities are made. Following Nóvoa and 
Yariv-Mashal’s argument (2003) that comparison can be a mode of governance, there has 
been a growing reflection on the embedded standardisation, Eurocentrism, and coloniality 
(Cardoso & Steiner-Khamsi, 2017; Sobe, 2017; Takayama et al., 2017) in the field of 
comparative education. Without such reflection, differences found in comparisons are 
reduced to the reproduction of colonial differences, whereby local particularities are named, 
described, and categorised in accordance with colonial relationships (Mignolo, 2012; Sobe, 
2017). That is, the heterogeneities among entities being compared are flattened through 
unilateral comparison and contrast. In conventional comparisons, similarities and 
differences are made through comparing and contrasting entities against a set of mutual 
criteria created by the researcher. In this vein, comparing criteria are treated as a system of 
categorisation free from culturally or societally inflected impacts in recognising the 
similarities and differences among the entities being compared. Here the researcher is 
assigned as an impartial judge who stands beyond the entities being compared. Such 
non-reflexive presuppositions of neutral categorisation and objective observer in 
comparative research resemble and reify northern theories of globalisation (Connell, 2007) 
and European Enlightenment cosmopolitanism (Popkewitz, 2010). A proper comparative 
approach thus has to reconsider how similarities and differences are produced and if they 
are made under unilateral comparison (Stengers, 2011) in which a neo-colonial relationship 
is embodied. 
 
In this research, a comparative approach that resembles translation was proposed as a 
possible resolution to these methodological issues in comparative education. Viewing 
comparison as a process of translation, the point is not to refer to or create a metalanguage, 
but to produce multilateral exchanges between different languages. The entities being 
compared are not asked to “speak the same language” that risks denaturing them. On the 
contrary, mutual intelligibility is constructed through the translation between the self and the 
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other (Y.-C. Li, 2016). At the same time, with a conception of the researcher as a translator 
or interpreter, comparison is produced based on the various positionalities of the 
researcher. 
 
Lingard (2009) talks about four meanings of positionality that need to be taken into account 
in regard to doing research in the contemporary globalising world: the social position of the 
researcher, their theoretical and political stances, the spatial location of the researcher and 
the researched, and the national location of the researcher. Besides these aspects, 
positionality of the researcher in a comparative approach also has to incorporate and 
consider the “positioning” of the researcher in the relationships among and between 
him/her and the entities being compared. Acting as the translator, the comparative 
researcher does not speak a metalanguage, nor does he/she adopt a transcendent stance 
above and beyond the comparing entities. Rather, comparison is a practice that starting 
from the researcher’s own culture, he/she probes the other culture that reveals “other 
possible modes of coherence (other intelligibilities)” (Jullien, 2012a). The process of 
comparison, thought of as that of translation, requires the researcher/translator to travel 
back and forth to recognise and code the entities being compared/different sign-systems 
(Jullien, 2013; Spivak, 2000). In this vein, the similarities and dissimilarities are not inherent 
in the compared entities, or observed in a social vacuum (Sakai, 1997). The recognition 
and description of differences are involved in the production and constitution of difference. 
The researcher is not a “pure” recipient who observes from a distance, but a participant. In 
doing comparison as translation, the positionalities of the researcher take part in generating 
and producing both sameness and differences. 
 
For example, in this research, the exploration and understanding of synonymous usage of 
international and intercultural in the case of the IB was benefited by the investigation of 
embedded multiculturalism in the Taiwanese case. And the detour of the IB’s 
international/intercultural mindedness helped in conceptualising the cross-cultural 
consciousness in international education in Taiwan. The analogy of translation enables 
comparison of entities with different institutional constructions, since it does not require 
setting a common categorisation for comparison. Besides, the translation approach 
enhances reflections upon how diversities are made through highlighting the positionality of 
the researcher and how it functions in comparison. The analogy between comparison and 
translation proposes an alternative and opens up an opportunity for methodological 
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rethinking of the embedded Eurocentrism and coloniality in much research in comparative 
and international education. 
8.3 Imagining a global community through multiculturalism and mobility 
International education corresponds to the education demanded in the globalising world, 
either in the context of the postcolonial nation state, or in the context of international 
education organisations. In the cases of the IB and Taiwanese schooling, they include 
constructing a particular imaginary of the global community, facilitating deterritorialised 
multiculturalism, and the innovatory production of mobility.  
 
First of all, the imaginary of a global community, a cosmopolitan community that 
encompasses humanity as a whole, is made desirable and accessible through the 
advocacy of international education. Working with the three conceptions of concentric 
circles offered by Banks (2006), Nussbaum (1996), and C.-s. Tu (2004), this research 
depicted that the communities one belongs to are thought about in a sequence from inner 
circles (the immediate communities of the self) to outer circles (the larger communities that 
one shares with the distanced other). The largest outer circle refers to the global community. 
Such an imbrication is embedded in the reinterpretation and rhetoric of glocalisation and 
global village, so one can “act locally” and “think globally” at the same time. We can see this 
conceptualisation as reflective of the new spatialities that accompany globalisation (Amin, 
2002). 
 
At the same time, education for citizens of the global community, or what we might see as 
residents in the global village, is less bounded by or constructed upon ethical concerns, but 
addressed through practices for confronting everyday diversities. In this convivial way, the 
imagination of a common global community is inscribed in the practices of international 
education. The emphases on the competence of communication and collaborative 
problem-solving exemplify the point here. The emphasis on communication as everyday 
communal skills signifies the coexistence and interaction of people with diverse cultural and 
societal backgrounds. And there is an assumption of emerging global problems. Global 
problems imply that the effects go beyond national boundaries and that collective global 
solutions are required. 
 
Secondly, instead of directly linking with cosmopolitanism, the imagination of a common 
humanity in international education works with an analogy between the global community 
and multicultural society. However, in contrast with conventional multiculturalism that is 
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usually related to and situated in a particular society and nation and sometimes positioned 
as official national policy for pursuing social solidarity in a situation of difference, the 
multicultural aspects of international education are made more comprehensive in different 
cases with various foci. For example, working with multicultural theorisation, Taiwanese 
international education reconciles the situation of institutional liminality. The institutional 
liminality of Taiwan (a condition of being nation state and non-nation state at the same time 
when confronting the PRC) can be moderated as the situation confronted by the minority 
groups in a diverse society, who lack adequate agency and representation in the 
globalising world.  
 
The multicultural global community is imagined through a vision of pan-Sinicisation in the 
Taiwanese case. Pan-Sinicisation depicts here the ambiguous Taiwanese imagination of 
China represented in the field of education. The prefix “pan” indicates that the identity is 
broader than nation states (such as the PRC or the ROC) and the imagined community 
geographically encompasses the so-called Greater China region. It is more an identity 
towards culture than polities or political communities. The chain of 
“Taiwan-China-Asia-world” exemplifies pan-Sinicisation, which conjuncts and mediates the 
local and the world in the construction of international education in Taiwan. Pan-Sinicisation 
in international education reflects the multicultural rearticulation of global community in the 
Taiwanese case. 
 
The innovative construction of global mobility is the third function of international education. 
Mobility is governed by nation states (Cresswell, 2006; UNHCR, 2007). The boundaries of 
nation states distinguish internal and external movement, and citizens are granted internal 
mobility in most nation states. The imagination of national community benefits from the 
internal mobility of members. For example, observing the historical transition from 
colonisation to the building of nation states in some countries, Anderson (1983/2006) 
argues that traveling for education within and beyond colonies, a kind of mobility, along with 
the construction of simultaneity by print-literacy, helps the imagining of (national) 
community. In other words, mobility is not separable from the imaginary of a commonly 
shared community. 
 
In contemporary constructions of global community, we see arguments about flows across 
national borders (Appadurai, 1996). Appadurai (1996) extends Anderson’s idea of imagined 
community and indicates that the development of new technologies and mass media 
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enable people to imagine larger communities. Similarly, mobility is a means to imagine 
other larger conceptions of citizenship, such as European citizenship in the EU (Nóvoa, 
2002; Sobe & Fischer, 2010). It may thus be arguable that being global citizens should thus 
mean acquiring global mobility. Given global citizens are all those who live in the global 
community, the whole of humanity in effect, then it becomes questionable what mobility 
they are granted and how such mobility helps in imagining the global community. 
 
International education, as represented in the two cases of this research, is aimed at 
providing students with global mobility. Such a notion of mobility does not necessarily imply 
geographical movements, but a movement from discursively preconstructed structures of 
the global community. In the case of the IB, mobility is represented as capability of 
multilingual communication and understanding across cultural boundaries. The 
synonymous usage between the concepts of “international” and “intercultural” in the 
authoritative texts can be taken here as an example. The construction of global community 
that is represented in the division of cultures is shown in Walker’s works (2006, 2010), 
which position the IB as a “western” product through distinguishing the West from the East. 
Under such construction, the mobility in the global community is represented as the 
decentring of western culture and reaching out for non-western cultures. Besides, 
transforming from a curricula provider for international schools, the IB has now become 
also influential in local and national educational markets. The international education of the 
IB used to be education of mobility that served educational demands from expatriate 
families, while nowadays it is also a provider of education for future mobility in local and 
national communities. Mobility in this vein represents a kind of capital offered by a particular 
type of education, and those remaining stationary become marginalised. Immobility, in a 
way, turns out to be regarded as a new mode of disadvantage (Bauman, 1998). 
8.4 Contributions of the research 
The theoretical, methodological, and empirical contributions of this research involve 
pondering international education through the perspectives of the ideas of global 
community, multiculturalism and mobility, developing and applying a comparative approach 
that conceptualises comparison as translation, and proposing and discussing the 
significance of pan-Sinicisation in Taiwanese education. The two research questions 
answered in this research explored not only the empirical comparison between the two 
cases of internationalisation of education, but also illustrated how such comparison can be 
made possible through the adoption of a postcolonial theoretical stance and the related 
rejection of methodological nationalism. The research also developed the concept of 
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comparison as translation to those ends of adopting a postcolonial stance and rejecting 
methodological nationalism. 
 
The research aimed to probe international education through the perspectives of the global 
community, multiculturalism and mobility. Based upon the cases of the IB and Taiwanese 
schooling, this research looked at international education across the approaches of 
internationalisation of K-12, international schools, or globalisation and education in Dolby 
and Rahman’s (2008) categorisation. Working with the concepts of imagined community 
(Anderson, 1983/2006), deterritorialised multiculturalism and mobility, the functions and 
characteristics of international education, represented by the IB and in Taiwanese 
schooling, were further explored and discussed in relation to issues that conventionally 
have been categorised in the fields of cosmopolitanism, global citizenship education, and 
multicultural education. The study of international education thus goes beyond the 
investigation of policy transfer or dissemination of certain practices, which strengthen and 
reinforce the presupposition of taking the nation state as the basic analytical unit.  
 
Theoretically and methodologically, comparison as translation was developed to reconsider 
and reflect on the colonial characteristics that conventional comparative methodology has 
been accused of (Sobe, 2017; Takayama et al., 2017). Comparison cannot be supposed 
and conducted as a form of universalism or cosmopolitanism in the European 
Enlightenment sense, which grants the researcher a transcendent position that sits beyond 
not only the entities being compared, but also the discovered similarities and dissimilarities, 
as a detached and distanced outsider from the entities being compared. In this vein, the 
comparative researcher acts similarly to the postcolonial critique of the “traveller’s gaze” or 
the “imperial eye” (Sobe, 2017), which takes for granted the separation between the 
researcher and the researcher (Sakai, 1997). Contrarily, thinking comparison as translation 
makes it possible that entities being compared are not forced to go through the same 
categorisation, which makes them speak the same/meta language. Such a comparative 
approach enables comparisons between/among different institutional settings, as well as 
probes reflexively into the making of sameness/differences in comparison. The 
sameness/differences are not inherent characteristics of entities being compared. But 
rather, sameness/differences are produced in the process of comparison/translation 
through the researcher’s/translator’s participation. Comparison is conducted through the 
researcher travelling back and forth in-between the culture of his/her own and that of the 
other. The comparing and contrasting in such comparison function similarly to the process 
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of translation that produces similarities and dissimilarities between texts. Considering 
comparison as translation implies that comparison is not made in a social/cultural vacuum. 
This emphasis of positionality and situatedness of comparison makes possible a 
comparative approach that is reflexive and cosmopolitan in the globalising world.  
 
Finally, deriving from the analysis of international education in Taiwan, this doctoral 
research empirically contributes to the understanding of the Chinesesness in Taiwanese 
education by explicitly discussing and designating it as pan-Sinicisation. For other societies, 
pan-Sinicisation can be used as a means to understand China’s impact or the influence of 
regional great powers upon neighbouring societies. M.-k. Chang (2011) calls for academic 
attention on China’s impact on various aspects of Taiwanese society that used to be 
discussed only domestically and within Taiwanese borders. In sociological research, the 
PRC government through utilising China’s economic influence exercises its political and 
cultural impact upon other countries or societies. This has been referred to or named as the 
“China factor” in Taiwan (J.-m. Wu, 2016). The concept of a “China factor” has also recently 
been applied to the study of patriotic education in Hong Kong (Yeh, 2017) and Taiwanese 
contestation in respect of textbooks (Cheng, 2017). By illustrating the pan-Sinicisation in 
Taiwanese education policy, this research expands the scope of the concept of the China 
factor and discussion about it in education. Pan-Sinicisation was utilised to enunciate the 
contradictions found in Taiwanese policy texts and thesis texts and, on the one hand, link 
them to the Han-Chinese settler colonialism in Taiwanese society (Shih, 2016). 
Pan-Sinicisation refers to the Chineseness or Chinese tradition as an imagination of 
community, whereby heterogeneity is ignored and homogeneity is emphasised. On the 
other hand, the scope of such an imagined community is shifting between “China” and 
“Taiwan” in accordance with the reference entity. And the ambiguity created in 
pan-Sinicisation acts either as a blockage or a bridge in imagining a global community.  
 
This research makes contributions to our understanding of international education by 
incorporating the concepts and issues, such as the imagined community, multiculturalism, 
and mobility that were dealt with in different research categories. Through rethinking and 
reflecting on the comparative approach, this research contributes to developing 
comparative education methodology as translation for making comparison a pertinent and 
suitable research methodology in the contemporary globalising world. Finally, the research 
conceptualises the pan-Sinicisation phenomenon in Taiwanese education, which advances 
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and provides a different outlook on transnational, intercultural and/or postcolonial aspects 
of education. 
8.5 Limitations of the current research 
In respect of the empirical aspect, the research utilised different data sources in two 
different languages in the analysis of international education. In addition to authoritative 
texts, an emerging genre, the thesis texts on international education, were also 
incorporated and treated as important data. Thesis data in education, which is usually 
produced by educationists, in-service teachers, or school principals, provides readings and 
interpretations of policy from different perspectives. However, there are some limitations of 
the research that should be noted here. The first two are about the inadequate 
representation and limitation of the referential corpus, which concerns the utilisation of 
thesis data. The third is in relation to the large amount of translingual practice in this 
research. 
 
The first limitation concerns the relatively restricted representation of theses due to the 
uneven geographical distribution of knowledge production. There is a limited number of 
locations where most theses are produced. As shown in the Figure 10-4 and Figure 10-3, 
most of the IB theses were produced in the “big four” countries (Australia, Canada, England, 
and the US), and most Taiwanese theses are also from metropolitan areas in Taiwan. The 
representation of the respective corpus that built upon the IB and Taiwanese theses thus 
should be acknowledged as laying particular stress on the international education practised 
in the big four countries of the IB and metropolitan areas in Taiwan.  
 
Another limitation of the research is the limited significance of the corpus, especially in 
respect of the collocation analysis, because of a limited comparative corpus. There is a lack 
of corresponding compatible corpus for comparing the conventional language use (both in 
English used in the “big four” countries and in Mandarin used in Taiwan) with the language 
fragments in the respective thesis data. Closer analysis of connotations of certain concepts 
represented through the language use can thus only be demonstrated through comparing 
within the same corpus, rather than between different corpora. Hence, the significance of 
collocation analysis is relatively restricted. 
 
Finally, it needs to be noted here this research itself is a translingual practice. In order to 
incorporate and compare the two cases of international education, data in two 
languages—English and Mandarin—were collected, analysed, and translated. As 
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enunciated in Chapter four, all Mandarin excerpts included in this research are translated 
by me based on my knowledge and training. However, there might still be a possibility of 
“inaccuracy” that is, of course, my responsibility.  
8.6 Areas for further exploration 
Recognising the plurality of cosmopolitanisms (Pollock et al., 2000), this research illustrated 
one of the possible constructions of cosmopolitanism in international education. We need 
more explorations of the application of cosmopolitanism in different cultural traditions and 
intellectual resources. The Confucian concept of “datong”, the world community equally 
shared by all, can be taken here as an example. For some, datong is comparable with the 
concept of utopia in the West. And for other researchers, such as Leung (2016), datong is 
equalised and utilised as the Mandarin translation of cosmopolitanism. The cosmopolitan 
implications of datong in traditional or modern education might be one of these possibilities 
for extending cosmopolitan discussion to different cultural traditions. And rather than only 
being treated as the subjects of enquiry, those concepts need to be utilised as theoretical 
frameworks, if we are to take serious account of realising “strong internationalisation” 
(Appadurai, 2001), that is, to open up participation of non-western intellectual sources.  
 
Considering the contested debate regarding definitions of international education, more 
evidence and more research are needed for exploring the possibilities of policy transfer or 
policy borrowing/lending between different modes of international education. And there is 
also a need to track the ebbs and flows of the traveling educational reforms. The 
development of education policy may not only react to globalisation, but also contribute to 
and facilitate it, that is, such policy might be seen as simultaneously a response to and an 
expression of globalisation. How the specific ideas of internationalisation travel across 
different practices and places becomes another and subsequent important research 
question to ask and answer.  
 
In addition to the national schooling systems and international educational organisation 
discussed in this research, there are different modes of international education that 
continuously contribute to cosmopolitan constructions in the globalising world, such as 
education provided or supported by nongovernmental organisations and international 
non-profit organisations, which can be further explored in terms of their cosmopolitan 
attempt. And at the same time, international education can also be further explored from 
the perspective of students (although not necessarily defined as international students). For 
example, in the Taiwanese context, the educational experiences of different student 
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categories, such as international students, overseas Chinese students, Mainland Chinese 
students, and Hong Kong and Macau students as described in Chapter one. 
 
Finally, the comparative approach proposed in this research needs to be further discussed, 
utilised and explored in different settings. Comparisons between or among different 
institutional settings potentially help rethinking the presuppositions of the nation state and 
its role in education in the current conditions of globalisation. Regarding comparison as 
translation, which this research proposed, is one of the possible methodological attempts 
that will enable such comparisons. There is a need for more methodological development, 
application and reflections upon comparison that compares entities with different cultural, 
social, political, or institutional settings. 
8.7 Concluding comments 
This research was devoted to developing and conducting a comparative methodology that 
critically considered both the development of globalisation, as well as the coloniality 
embedded in much comparative education and its methodologies. This research proposed 
and exercised a comparative approach that regards comparison as the process of 
translation, in which the making of sameness and differences is reconsidered through 
examining the positionality of the researcher in his/her comparative research.  
 
The research also illustrated how cosmopolitan theorisations are reified in the rationales of 
international education. Such a discussion helps rethinking the conventional definitions and 
categorisations of international education, which are usually developed and based upon 
methodological nationalism. Through articulating the imagination of the global community, 
elaborated multiculturalism, and constructing a particular rhetoric of mobility, different 
modes of international education, as represented in the cases of the IB and of Taiwanese 
schooling, make themselves intelligible to the globalising world. In addition, such reification 
of cosmopolitan ideas, as shown in the data analysed in this research, can be traced back 
to the educational practitioners’ imagination/interpretation of policies, including 
schoolteachers’ and educational administrators’. 
 
Finally, this research conceptualised and analysed the pan-Sinicisation evident in 
education policy in Taiwan. Given Taiwan’s liminality (Corcuff, 2011) to China in terms of 
geopolitics, society, history, and culture, the concept of pan-Sinicisation provides a 
possibility for understanding and discussing the transnational extended cultural/educational 
impact of regional great powers under the conditions of globalisation, which may be of 
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interest not only to academia, but also to policy makers in different societies. This is an 
important area for further research.
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Figure 10-1 Research methods of theses in Group B and D 
 
 
 
 
 
Figure 10-2 Degree types of Group B and D 
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Figure 10-3 Location of institutions of Group B 
 
 
 
 
 
Figure 10-4 Location of institutions of Group D 
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 Table 10-1 Top 100 frequent words in Group B 
18770* education 2440 problem 1720 life 1296 teacher 
16726 international 2420 content 1717 capability 1262 process 
10248 student 2299 design 1714 schooling 1259 experience 
10191 global 2293 implement 1705 understand 1252 understand 
9268 curriculum 2265 interact 1636 questionnaire 1251 resource 
7997 school 2215 compare 1634 textbook 1241 important 
6907 culture 2205 for 1615 many/much 1240 concept 
6724 learning 2196 participate 1570 difference 1236 address 
6448 research 2186 knowledge 1538 main 1234 situation 
6010 instruction 2182 integrate 1487 junior high 1228 finding 
5735 teacher 2128 profession 1468 family 1224 receive 
4647 world 2114 way 1440 aspect 1220 leadership 
3970 activity 2093 nation 1433 relation 1217 communication 
3813 develop 2045 through 1428 think 1211 Ministry of Education 
3691 ability 2043 objective 1426 cultivate 1194 part 
3604 society 2039 enact 1403 data 1183 horizon 
3303 related 2025 multiple 1394 program 1182 other 
3153 citizen 1931 globalization 1386 investigate 1156 understanding 
3125 researcher 1900 primary school 1379 module 1139 significant 
2997 analysis 1883 plan 1375 action 1138 perspective 
2966 different 1874 influence 1360 internationalization 1138 purpose 
2820 proceed 1874 environment 1353 attitude 1134 language 
2775 English 1839 indicator 1351 cooperation 1127 Japan 
2742 issue 1799 policy 1341 cognition 1127 time 
2448 this study 1771 result 1328 provide 1114 organization 
* Total hits of each word found in Group B 
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Table 10-2 Top 100 frequent words in Group D 
12854* students 2219 teacher 1591 questions 1292 classroom 1045 year 
11504 school 2003 years 1586 work 1291 academic 1044 interviews 
9642 ib 1968 social 1579 culture 1286 use 1041 individual 
7674 schools 1929 different 1570 participants 1275 no 1030 citizenship 
7387 international 1908 high 1530 new 1267 programs 1019 think 
5761 teachers 1844 ibo 1515 professional 1262 context 1009 researcher 
5637 education 1824 history 1478 used 1255 experience 1002 diploma 
5027 global 1821 time 1459 analysis 1242 practices 1002 leaders 
4732 study 1820 level 1443 literature 1238 ibdp 1001 case 
4228 research 1801 cultural 1440 national 1234 implementation 992 achievement 
3729 learning 1792 knowledge 1435 group 1175 identity 990 experiences 
3443 curriculum 1788 process 1422 need 1168 studies 988 century 
3378 world 1771 educational 1417 dp 1167 support 985 critical 
3085 program 1751 community 1382 english 1146 way 984 question 
3060 language 1730 myp 1356 mindedness 1141 provide 968 staff 
2898 student 1722 programme 1330 focus 1134 self 954 significant 
2880 data 1687 understanding 1329 leadership 1095 middle 953 information 
2277 skills 1648 based 1314 chapter 1094 like 936 inquiry 
2247 development 1647 baccalaureate 1303 order 1089 pyp 930 practice 
2236 teaching 1627 people 1294 important 1070 needs 926 approach 
* Total hits of each word found in Group D 
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Table 10-3 Examples of translational differences 
Original texts Translated Texts (Yu-Chih) Translated Texts (Min) Translated Texts (Ya-Fei) Translated Texts (Kun) 
因此，英語能力就是
「國際」的表徴，實施
英語教學最根本的目
的就是我們要在經濟
上比其他國家強、並對
他國文化知己知彼。國
際教育的內容或主
題，大多出現在英語
(或外語)，尚未普遍融
入各領域或科目。
(B1104, p.10) 
Hence, English skills is the 
symbol of the ‘international’, 
the most fundamental 
objective of implementation of 
English instruction is that we 
need to be economically 
stronger than other countries 
and to know the enemies and 
ourselves well. (And this can 
be the reason why) Contents 
or themes of international 
education are most presented 
in English (or foreign 
language) instruction, not 
ubiquitously integrated into 
every teaching areas or 
subjects yet.  
Thus, English proficiency is 
the representation of 
"international". The most 
fundamental purpose of 
teaching English is to gain 
stronger economy than other 
countries, and know better 
their cultural as well as 
ourselves’. The contents or 
subjects of International 
education mostly appear in 
English (or other foreign 
languages). They have not 
been integrated into all areas 
or subjects widely. 
Hence, English ability is the 
symbol of “internationalized”. 
The bottom line of 
implementing English 
instruction is to be stronger in 
economy than other countries 
and to understand different 
national cultures. However, 
the content or topics of 
International Education are 
introduced in English (or 
foreign language) classes 
rather than incorporated into 
multiple subjects. 
 
Therefore, English proficiency 
is considered as a label of 
internationalization. The 
fundamental purpose of 
conducing English teaching 
activities is to improve the 
economic development, which 
could make Taiwan become 
stronger than other countries. 
Meanwhile, such activities 
could help Taiwanese to be 
familiar with other 
sociocultural contexts. The 
themes or contents of 
international education focus 
on English or foreign 
language study. However, 
other fields or subject do not 
have many involvements of 
international education.  
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Original texts Translated Texts (Yu-Chih) Translated Texts (Min) Translated Texts (Ya-Fei) Translated Texts (Kun) 
全球教育的認識應當
由自身文化出發，讓學
生先從認識自己家鄉
的文化，進而愛護且珍
惜自己的文化，培養具
有本土意識與愛國情
操。讓學生深入了解自
身國家的發展歷史、地
理位置、政治體制與社
會文化等，同時瞭解台
灣在國際社會上特殊
的歷史定位與國際地
位，體認國家在國際社
會的特殊處境，培養堅
實的國家意識，並正視
自己對全球共榮的責
任。(B1201, p.6-7) 
Global education should starts 
from knowing one’s own 
culture, which have students 
know, love, and respect their 
home culture and foster them 
with indigenous 
consciousness and patriotism. 
They need to know the 
historical, geographical, 
political and sociocultural 
position of Taiwan in the 
international society, and 
through knowing the special 
international position of their 
country, recognise their 
responsibility to global 
prosperity.  
Awareness of global 
education should depart by its 
own culture. It should let 
students start understanding 
their home culture so that they 
then love and cherish their 
own culture, and cultivate 
local consciousness and 
patriotism. Allow students to 
deeply understand their own 
country's history, geography, 
political system and social 
culture. Meanwhile, let them 
learn about Taiwan's special 
historical position and 
international status, and 
recognize its special situation 
in the international community 
to build solid national 
consciousness and to face up 
to their responsibility for global 
prosperity. 
International Education should 
start from self-culture, and 
cultivate students’ national 
identity. The students first 
need to understand the 
culture of nation, and then 
cherish this culture. For 
example, the students can 
deeply understand Taiwanese 
history, geography, politics, 
and social culture at first, and 
then understand the historic 
and political situations of 
Taiwan in the global society. 
These understandings could 
help students to cultivate their 
national identity as well as 
responsibilities in the world.  
The recognition of global 
education should be based on 
culture. Students need to be 
familiar with the host culture 
and then cherish it. As a 
result, they should have 
patriotic sentiment. Students 
should have in-depth 
understandings of the 
developing history, 
geography, political institution 
and sociocultural contexts of 
their countries. They also 
should understand the special 
role of their countries in the 
world and have national 
consciousness. Furthermore, 
they should have positive 
views on the global 
responsibility. 
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Original texts Translated Texts (Yu-Chih) Translated Texts (Min) Translated Texts (Ya-Fei) Translated Texts (Kun) 
臺灣的教育成就，在多
項國際評比研究中，名
列前茅，舉世矚目，成
為推動教育外交的利
基。臺北市以得天獨厚
的經濟實力、城市基礎
設施，以及通訊網路科
技等硬實力(hard 
power)為基礎，在各
級教育體系中推動全
球教育，一方面讓我們
的學生走出去認識世
界，體驗外國的學校教
育與文化；另方面也讓
世界進入臺灣，向世界
推介臺北市優質的教
育成果、獨特的城市文
化、國民素質、自由民
主價值、社會制度等軟
實力(soft power)，以
提升我國的國際形
象，培養細水長流的國
際友誼，和世界夥伴認
同。 
(2011-2016 Taipei 
City White Paper on 
Global Education, 
p.1) 
Taiwan’s educational 
achievement is on the leading 
positions in various 
international comparisons, 
which becomes the niche of 
education diplomacy. Based 
on its hard power, such as the 
economic competitiveness, 
infrastructures, and 
information technology, Taipei 
City promotes global 
education on all education 
levels. On the one hand, we 
make our students walk out 
for knowing the world and 
experience overseas 
schooling and cultures. On the 
other hand, in order to 
promote Taiwan’s 
international image, maintain 
the international friendships 
and be identified as partners 
in the world, we let the world 
walk into Taiwan, and 
introduce the world with the 
quality education of Taipei city 
and the soft power, such as 
the unique city culture, our 
quality citizens, liberal and 
democratic values, and social 
institutions. 
Taiwan's educational 
achievements are among the 
best and world-renowned in a 
number of international 
competition study, which 
become the good foundation 
for promoting the educational 
diplomatic. Based on 
exceptional economic 
strength, urban infrastructure, 
communications and network 
technology and other hard 
power, Taipei promotes global 
education in all levels of the 
education system. On the one 
hand, it allows our students go 
out and understand the world, 
experiencing foreign school 
education and culture; on the 
other hand, it also lets the 
world enter Taiwan, Taipei to 
the World quality of 
educational outcomes, unique 
urban culture, presenting 
Taipei' high quality education 
outcome, unique city culture, 
people quality, liberal 
democratic values, social 
systems and other soft power, 
to enhance Taiwan's 
international image and 
cultivate steady international 
friendship and world partners 
identification. 
Taiwanese government could 
take advantage of the 
outstanding educational 
attainment of Taiwanese 
students in multiple 
international assessments to 
do educational diplomacy. 
Specifically, in order to 
implement the International 
Education, on the one hand, 
the Taipei City can utilize its 
hard power, such as unique 
economic ability, fundamental 
facilities, and communication 
and internet technology. Our 
students therefore can 
connect with the global 
society, and can experience 
foreign school education and 
cultures. On the other hand, 
we can invite the global 
society to understand 
Taiwanese soft power, for 
example, Taipei City’s 
educational outcomes, the 
unique city culture, citizen 
competence, democratic 
values, and social institution. 
These works are able to 
enhance our nation’s 
international image, to build 
up international friendship, 
and gain identity from the 
world. 
The achievements of 
Taiwanese education have 
been recognized as one of 
best educational systems in 
the world. Education becomes 
a fundamental factor to boost 
diplomacy. Taipei, as a city 
that has strong “hard power”, 
such as developed economy, 
civil equipment and 
telecommunication tech- 
nology, promotes the interna- 
tionalization of education in 
the educational system. On 
one hand, in such context, 
students have opportunities to 
explore the world, experience 
foreign education. On the 
other hand, foreign countries 
also have more connections 
with Taiwan. Taking this 
opportunity, Taipei shows its 
soft power, such as 
educational achievements, 
unique culture, and quality of 
national predispositions, 
democracy, and social 
system. Such soft power 
could improve the 
international image of Taiwan, 
foster long-term international 
friendships and the 
recognition of foreign 
partners. 
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Original texts Translated Texts (Yu-Chih) Translated Texts (Min) Translated Texts (Ya-Fei) Translated Texts (Kun) 
故本研究是以全球教
育的內涵來談論水資
源，讓學童了解水資源
的議題其實是全球性
而非只有區域性的問
題，最後並由學童親自
建構公民行動，籲求大
家一同關心水資源議
題，透過在地行動來表
達對於全球水資源保
育的支持，故研究者以
公民行動課程設計取
向來發展全球教育水
資源議題之教學活
動，藉以提升學童思考
問題之層次，並能積極
主動地關心這與人生
活密不可分的課題。 
(B1106, p.6) 
Hence, this study discusses 
water resource from the 
aspect of global education, 
tries to let students 
understand the issue of water 
resource has become in fact a 
global rather than local 
problem. And finally students 
are assigned to organise a 
civil action for provoking the 
public concerns about the 
problem of water resource, 
which is the local action of 
supporting the global water 
issues. The researcher thus 
developed the teaching 
project of global water 
resource issue with the civil 
action approach. And through 
the implementation, students 
level of considering problems 
are advanced and they also 
become active in being 
involved in issues surrounding 
daily life.  
Therefore, this study is to talk 
about water resources by the 
connotation of global 
education. So that students 
can understand the issue of 
water resources is actually 
global, not only a regional 
problem. Finally let students 
personally construct citizen 
action to appeal for people 
concerned with water issues 
together. It is to express 
support for the global water 
conservation in ground action. 
So the researcher develop 
teaching activities of global 
education water resources 
issues by civic action course 
design orientation, in order to 
enhance the level of students’ 
thinking, and proactively care 
for these issues that are close 
related with human life. 
Hence, this study aims to 
discuss the topic of water 
resource by using the 
meaning of the International 
Education. It helps students to 
understand the issue of water 
resource is a global problem 
rather a regional problem. The 
students in turn can construct 
and initiate civic action. This 
action calls everyone’s 
attention for the issue of water 
resource and sustain water 
resource through local 
practices. For the research 
purpose, the researchers 
develop the instruction of 
protecting water resource by 
designing the civic action 
curriculum. Based on this 
curriculum, the students can 
become actors who actively 
pay attention to the issue of 
water resource and think it 
insightfully. 
Based on the connotation of 
international education, this 
study proposes to help young 
students to understand the 
issues of water resources, 
which is a global problem 
rather than a regional topic. 
Finally, these students create 
a civil action that asks people 
to be concerned with water 
resources issues. This action 
could help people to show 
their supports for protecting 
water resources. Hence, the 
researcher designed a course 
on the basis of civil action to 
develop learning activities that 
focus on international 
education on water resources. 
Through this course, students 
could improve their thinking 
ability and actively explore 
such topic that has essential 
influences on daily life. 
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Table 10-4 Authoritative texts referenced in Group A 
Author(s) Year Title 
Chang, V. W.  
& Chen, C. L. 
2009 
An Analysis of the Implementation of English Village in Taiwan  
[全國各縣市英語村辦理情形分析專案報告] 
Chiu, J. 2011 What schools should know about implementing international education 
Chiu, J. 2012 The Ideologies in International Education in the Age of Globalization 
Department of Education, 
Taipei City Government 
2009 2011-2016 Taipei City White Paper on Global Education 
Kuo, T. 2013 
Issue: How to enhance youth global mobility through involving international affairs and overseas 
experiences? 2013 Youth Policy Forum: Local Forum 
Legal document 1994 Curriculum Standards of Junior High Schools 
Liu, C. 2009 The vision of international education in elementary and secondary education 
Ministry of Education 2008 The General Guidelines of Grades 1-9 Curriculum for Elementary and Junior High School Education 
Ministry of Education 2009 Increasing International Horizons of Senior High School Students Plan 
Ministry of Education 2011 
Developing 21st Century Competencies for Our Next Generation:  
A White Paper on International Education for Primary and Secondary Schools (English version) 
Ministry of Education 2011 
A White Paper on International Education for Primary and Secondary Schools:  
Cultivating International Talents for the 21st Century  
[中小學國際教育白皮書：扎根培育 21 世紀國際化人才] (Mandarin version) 
Ministry of Education 2016 Improving Young Student Global Mobility Plan 
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Table 10-5 Authoritative texts referenced in Group C 
Author(s) Year Title 
Davy, I. 2011 Learners without borders: A curriculum for global citizenship 
International Baccalaureate Organization 2006 IB Learner Profile Booklet 
International Baccalaureate Organization 2008 Towards a continuum of international education 
International Baccalaureate Organization 2009 The Diploma Programme: From principles into practice 
International Baccalaureate Organization 2010 Core requirements 
International Baccalaureate Organization 2011 Language and learning in IB programmes 
International Baccalaureate Organization 2013 The IB learner profile 
International Baccalaureate Organization 2013 What is an IB education? 
International Baccalaureate Organization 2014 Mission and strategy 
Hare, J. 2010 Holistic education: An interpretation for teachers in the IB programmes 
Hill, I. 2002 The history of international education: an International Baccalaureate perspective 
Hill, I. 2007 Multicultural and international education: never the twain shall meet? 
Hill, I. 2010 The International Baccalaureate: Pioneering in education 
Peterson, A. D. C. 1987 
Schools Across Frontiers: The Story of the International Baccalaureate and the 
United World Colleges 
Walker, G. 2006 Educating the Global Citizen 
Walker, G. 2007 Challenges from a new world 
Walker, G. 2010 East is East and West is West 
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Table 10-6 Theses in Group B 
Referencing 
Number 
Author Title 
B1001 Chu, Chin-yu The Analysis of International Understanding Concept In Taiwan History Textbooks In Junior High School 
B1004 Lee, Szufan 
Case Study of International Education in elementary school - The cases on Guo Yuan and Windy city elementary 
school 
B1005 Chen, Shih-Chieh An Action Research of Combining the NGO Resource to Implement Global Education 
B1006 Yang, Chia-Hua 
A Study of Hosting Foreigner Students Practice in the Elementary School-Take a Taipei City Elementary School 
as an Example 
B1102 Lee, Ping-Sheng A Study on the Global Perspectives of Junior-high School Students in New Taipei City 
B1103 Ji, Feng-Ying* 
A study of Global Citizenship of Junior High School Students in Taipei City 
[臺北市國中學生世界公民素養之研究]** 
B1104 Lin, Su Hsuan A Research of the International Perspectives of Teachers of Elementary Schools in Taichung City 
B1106 Kao, Yalin 
An action research study on the development of a global education instructional project on water issue: The blue 
gold coming from the sky 
B1109 Chen, Yen Ju 
A Study on Gifted Students’ Competence of Global Perspectives in Secondary School in Central Region of 
Taiwan 
B1111 You, Lo-Min* 
School Leadership for Glocalization in Senior High Schools: Six Cities/Counties in Northern Taiwan 
[高級中學學校領導之全球在地化研究—以北部六縣市為例]** 
B1201 Fang, Rui-Ying* A Study of Objection and Attainment Targets of Global Education in Social Studies 
B1202 Ku, Chi-Huang A Case Study on the Practice of International Education at Junior High Schools 
B1207 Lin, Yen-ling A Study on Developing Global Education Indicators for Elementary and Secondary Schools 
B1208 Lin, Ya-Ting 
A Comparative Analysis of the Organizers Application in the Elementary Social Studies Textbooks of Taiwan and 
Singapore-Taking Global Education Units as Examples 
B1210 Chang, Shing-Lan 
An Action Research of International Card Exchange Project to Enhance Junior High School Students’ 
International Perspectives and English Learning Motivation 
B1211 Kuo, PinTzu A Study on Internationalization of Education and International Education in Senior High Schools in Taiwan 
B1212 Kuo, Chiaowen 
An Analysis Of The Teachers’ Professional Development Process And Viewpoints Of Integrating International 
Education In Elementary School Curriculum 
B1213 Chen, Zhen-Ru* 
A Comparative Analysis of the Organizers Application in the Elementary Social Studies Textbooks of Taiwan and 
Hong Kong-Taking Global Education Units as Examples 
B1214 Chen, Hui-Mei 
The Development of a Global Education Instructional Project on Genetically Modified Foods Issue: An action 
research study 
B1216 Huang, Chien-Fang International Project-based English Learning Through WebQuest- A Case Study 
B1219 Tung, Su-fen A Study of the Construction of the Global Education Curriculum Indicators for Elementary Schools 
B1220 Cheng, Wei-ling  
Action Research on Cultivating the 2nd Grade Pupils’ Global-Perspective Knowledges and Attitudes through 
Cultural Festival Learning 
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B1303 Chiang, Chia-Mei  
A discourse analysis of global education elements in English textbooks of junior high school - Taking K edition as 
an example 
B1306 Wu, Mei-Ling  A Study of Implementing International Education Projects in Elementary Schools in Taiwan  
B1307 Wu, Hsueh-wei 
The Influences of International Education on the English Learning Attitudes and the English Learning Effects of 
Senior High School Students-a Case of National Huwei Senior High School 
B1311 Hung, His-Hsin  
International education issue integrated into Art and Humanist Learning Area: An action research on the 
development of “Designing the mascot of Universiade” instructional project 
B1312 Hu, Chun-Hua 
The Outcome of the Implementation of International Education of Hospitality-major Category in Senior and 
Vocational High Schools 
B1313 Tsao, Chih-Jen Infusing Global Education into School-Based Curriculum: at Two Elementary Schools 
B1402 Wang, Xiang-Zhu 
An Action Research on the Curriculum Development and Implementation of Social Studies Infusing Human 
Rights Education: a case of an urban elementary school in Kaohsiung 
B1403 Wang, Ze-Yu* A case study of promoting the international education integrated curriculum in secondary schools in Taipei 
B1406 Wu, Tsung-Hsien 
A Study on the Correlation between Teachers’ Cognition of International Education and Integrating Teaching with 
Issues of Elementary and Junior High Schools in New Taipei City 
B1412 Pan, Chen-Chi 
A Study on the Implementation and Practice of International Education in the Primary Schools in Chia-yi 
County-Lessons Based on the Experiences of the United Kingdom 
B1413 Cheng, Hui-Hao  
A Study on the Promotion of International Education to Advance Cross-cultural Awareness- A Case Study of a 
Senior High School in Taoyuan County 
B1504 Lin Mei-Ling The Case Studies on the Elementary Schools Promoting International Education Projects in Taichung City 
B1508 
Chien, 
Chiung-Chen 
Integrating a Global Perspective in the Multicultural Art Curriculum Development and Implementation 
* When the English translation of the author’s name is not applicable, I list here a Pinyin translation from its Mandarin counterpart through the website of Bureau of 
Consular Affairs, Ministry of Foreign Affairs (http://www.boca.gov.tw). 
** The author does not provide an English title of the thesis. The English translation here is produced by referring to the English abstract. 
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Table 10-7 Theses in Group D 
Referencing 
Number 
Author Title 
D1003 Kilpatrick, JoAnn  Global education in Massachusetts: A case study of two high schools  
D1004 
Gigliotti‐Labay, 
Jennifer  
Fulfilling its mission? The promotion of international mindedness in IB DP Programmes  
D1007 Underwood, Gwyn  Discourses of IB MYP Benefits: Promotion and Implementation in Schools  
D1008 Nalley, Joel  
Curricular choices for elite bilingual schools on Colombia's caribbean coast: American accreditation or the 
International Baccalaureate  
D1011 Hutchings, Gregory, Jr.  
Effective teaching practices and teacher efficacy beliefs of International Baccalaureate Middle Years 
Programme teachers  
D1013 Getchell, Leroy Alfred  
Effects of International Baccalaureate Primary Years Programme on teacher philosophy, perceptions of 
efficacy, and outlook on education  
D1014 Lopez, Sonja  
Internationalizing education: A study of the impact of implementing an international program on an urban 
elementary school  
D1101 Hara, Kazuhisa  Educational Change Beyond Borders: International Baccalaureate in New Zealand  
D1106 Frost, Denise Stewart  The International Baccalaureate Diploma Programme and Gifted Learners: A Comparative Study of Success  
D1113 Dill, Jeffrey Stephen  Schooling Global Citizens: The Moral Pedagogy of Twenty‐first Century Education  
D1115 Villarreal, John Edward  
An Analysis of the Relationship of Lean Performance Management Variables in Texas International 
Baccalaureate Middle Years Programme Schools and Student Achievement 
D1201 Shin, G. Y.  
The International Baccalaureate (IB) influence on internationalizing the curriculum in South Korean secondary 
schools: Mapping considerations for the future design of an integrated K-20 system  
D1202 Ranger, G.  
What are the professional development needs of heads of international schools in India and how may they be 
met?  
D1203 Muller, G. C. Exploring characteristics of international schools that promote international-mindedness.  
D1204 Begg, K. Gifted around the globe: Gifted and talented education in international schools  
D1207 Morton, E. J. 
Approaches to teaching world literature in the International Baccalaureate Diploma Program: A narrative 
inquiry  
D1208 Pennington, C.  
The provision of language courses in the International Baccalaureate Diploma Program: Meeting the 
language needs of international students who might not have a native or first language  
D1216 Straffon, E.  
Factors that influence participation of students in secondary science and mathematics subjects in IB schools 
outside of the United States and Canada  
D1218 Quaynor, L. J.  
Refugee students in global schools, constructing citizenship: A comparative case study of sixth grade 
classrooms in two public IB schools  
D1219 Cho, P.  The key essentials for learning in the 21st century: Programs and practices  
D1222 Oretta, C.  21st century skills practices and programs: A case study at an elementary school  
 
 
214 
D1224 Holeva, L. C.  
The effects of the International Baccalaureate Primary Years Programs on teachers' philosophy of education 
and instructional practices.  
D1225 Hersey, M.  The development of global-mindedness: School leadership perspectives  
D1302 Morfea, P. J. 
What notions of education are embedded in the International Baccalaureate and what are the considerations 
and consequences for educational leaders?  
D1305 Jarva, C. K. Teaching and learning vs. "doing school": The impact of rigorous curriculum on student development  
D1307 Duarte, G.  The International Baccalaureate Diploma Program's impacting high school culture and climate. 
D1310 
Kobylinski-Fehrman, 
M. J.  
The International Baccalaureate Middle Years Programme and its effect on students in poverty  
D1315 Carlin, A. F.  What does international mindedness in an elementary school look like?  
D1401 Mitchell, Lisa Alice Principle, practice, and mindset: Understanding an internationally-minded context for teaching and learning 
D1402 Sutton Jones, K. Teacher perceptions of implementation of the International Baccalaureate learner profile 
D1403 Newton, M. The International Baccalaureate in its fifth decade: Cosmopolitan ideals, neoliberal reality 
D1404 Donald, K. L. 
The calamity of isolation: A development of professional learning communities and the Common Core State 
Standards within an IB program 
D1405 Kondakçi, N. A comparative analysis of national and international English language curricula for high schools in Turkey 
D1406 Van Dis, J. 
World-mindedness of International Baccalaureate Diploma Programme (IB-DP) students. Does geography 
education make a difference? A survey at international schools in the Netherlands 
D1409 Määttä, L. 
The world has gotten smaller: Third year IB high school students' perceptions on the International 
Baccalaureate Diploma Programme: Internationalisation, English medium instruction and career choice 
D1411 Baker, W. 
Curricular choice in Ontario public secondary schools: Exploring the policy and practice of the International 
Baccalaureate Diploma Programme 
D1415 Johnson, S. 
A case study of how an International Baccalaureate Middle Years Programme and leadership synergistically 
promoted student learning and school success 
D1418 Haddock, L. 
A comparison of teacher's beliefs of the use of inquiry teaching, origin of knowledge of inquiry teaching, and 
student achievement between International Baccalaureate and non-International Baccalaureate Primary 
Years Programme Schools 
D1503 Gorman, E. 
Engagement and Global Learning through Philanthropy: A Youth Philanthropy Council for International 
Baccalaureate Students 
D1504 Rossi, A. L. 
Encountering history: student agency in history and identity student perspectives from the International 
School Bremen 
D1505 Arreguin, S. 
Reform Through a Student Lens: The Experience of Latino/a Students in an International Baccalaureate 
Diploma Program in Chicago 
D1510 Maden, S. Representation of Different Cultures in IBDP Language B Literary Texts 
D1513 Pitre, N. 
Four Canadian Expatriate Women's Personal History Self-Study Stories on their International-Mindedness 
(IM) Development and Approaches to Teaching IM 
D1516 Christie, E. 
Examining international school service-learning through a postcolonial lens: Using autoethnography to 
decolonize the self 
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D1518 Karsgaard, C.A. Literary study for critical global citizenship education 
D1520 Limtiaco, M. C. 
District adoption of the International Baccalaureate: Providing comprehensive programming across school 
campuses 
 
